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The main focus of this study is to develop an affective literacy framework for 
teachers to be able to monitor students’ progress and the effectiveness of the 
instructional activities. This study aims, in part, at helping teachers enhance the 
literacy level of the young learners by applying the framework.  In order to develop 
the affective literacy framework, this study combines learning through mediation 
(Abdul Rahim, 2007), core-affect theory (Russell, 2003; Desmet, 2007), 
persuasive design principle (Fogg, 2003), and metacognitive strategies 
(Flavell,1987; Papaleontiou-Louca, 2003). 
 
1.1 Background of Study 
Education aims at creating positive teaching and learning environments, will bring 
about desired outcomes in learners such as being more knowledgeable, better 
skilled or experiencing attitudinal changes (Malan, 2000).The essence of teaching 
and learning is to plan constructive teaching events in terms of (for example 
contents, strategies and assessment); provide positive learning environments (for 
example technology, learning facilities and support), and to ascertain to what 
extent learners have acquired the intended competences.  
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Learning outcome focuses on the cognitive, affective, and psychomotor domains.  
When focussing on the learning outcomes, Bloom (1956) state that cognitive 
domain involve mental skills (knowledge and development of intellectual skills) 
while in his further research with other colleagues, Krathwohl, Bloom and Masia 
(1973) describe affective domain as the development in emotional areas (feelings, 
values, appreciation, enthusiasms, motivation and attitude). Another domain that 
is also included when discussing learning is psychomotor domain, which been 
refers to physical movement, coordination and motor-skill areas ( Simpson, 1972, 
Dave, 1975 and  Harrow’s, 1972).   Whilst a general focus has been placed on 
cognitive, however, little attention has been paid to the affective aspect of learning 
and teaching although Vygotsky’s idea indicates that affective domain influences 
cognitive domain (Vygotsky, 1986) and cannot be separated. A recent study also 
indicates that teachers may not be equipped with the knowledge on how to 
mediate learning affectively (Abdul Rahim, 2007) because emphasis is given on 
the cognitive aspect for example teachers tend to check students’ reading 
comprehension through traditional methods (Edelenbos, Kubanek & Johnstone, 
2006)  of providing reading comprehension questions when in fact reading 
comprehension can also be evaluated through role play. Role play increases 
students’ affective domain to appreciate the story read thus activates and 
motivates them to learn to read (Abdul Rahim, 2007). Uncertainty about the 
desired learning outcomes and failure to assess outcomes properly could end in 




Hence teachers need to be made aware of the importance of aligning the learning 
outcomes to teachers and learners’ activities as well as assessment (Biggs, 
2001). That is the essence of outcomes-based education (OBE). Although OBE 
does not represent a paradigm shift as advocated by its proponents, it has proved 
to be an eclectic educational philosophy, especially with the emphasis on 
constructivism (Victoria, 2009), taking the best from previous approaches and 
framing it in a new visionary system that is appropriate to the needs and demands 
of current and future Malaysia.  
 
NKRA and the UNESCO Charter alike demand an increase in literacy level in 
each country as one of the desired learning outcomes, especially so for Malaysia, 
a country which aspires to become a developed nation by 2020. There is a need 
to ensure that all our children are able to read and write by the age of 7. In addition, 
children also need to master a minimum of 3000 word family of high frequency 
words to ensure that they are able to use the language effectively (Nation, 2000, 
2001a, 2001b, 2001c). Research has shown that the children’s ability to read and 
write early significantly affects their intellectual growth (Samuelsson & 
Yoshiekaga, 2011) as well as their self-esteem and self-efficacy to become 
engaged in school (Mahn & John-Steiner, 2002; Cameron, 2001; Philip, Oliver, & 
Mackey, 2008).  
 
Hence the idea that cognitive and affective aspects cannot be separated holds 
water when understanding the language learning and literacy development of 
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children (Lantolf, 2000). In order to ensure optimum literacy level is attained and 
illiteracy is wiped out of Malaysian society, there is a need to examine 
understanding of teaching and learning process as well as assessment can be 
enchanced in ensuring that a lot of time can be allocated in promoting literacy 
activities in a fun way to fulfil the desired learning outcomes.  
 
1.2 Problem Statement 
In Malaysia, with the introduction of the new reformed curriculum for primary 
schools (Kurikulum Standard SekolahRendah, KSSR) puts emphasis on the 
importance of literacy (www.moe.gov.my/bpk; www.ippm.edu.my/KSSR/ 
KSSR.ppt.). Literacy is viewed as the basis of future learning (Samuelson & 
Yoshiekaga, 2001; Strickland & Riley-Ayers, 2006) and resonates with NKRA and 
UNESCO Charter. In order to improve education, the Malaysian government is 
working to enhance pre-school enrolment rates among four and five-year-olds, in 
order to ensure that children attain basic math skills and literacy while focusing on 
the national language i.e. Bahasa Malaysia, after three years of education under 
the LINUS programme. This is done to develop high-performance schools while 
improving the overall quality of education, and significantly improve the 
performance of teachers and administrators using performance management 
system.  LINUS, which was introduced by the Education Ministry in 2009, is a 
remedial programme specifically made to ensure pupils acquire basic literacy and 
numeracy skills at the end of three years of primary education.  This effort is 
continued in order to ensure that similar monitoring progress can be made 
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throughout the in primary school years. Furthermore, LINUS programme has 
prompted the Ministry of Education (MoE) to introduce LINUS 2.0, the English 
equivalent of the Bahasa Melayu (BM) programme.  It is part of the National 
Education Blueprint 2012, meant to tackle the problems with English (BI) literacy 
among students. 
 
In its quest to ensure not only Malaysians are literate but also able to converse in 
more than one language.  The Ministry of Education has introduced MBM-MBI 
policy in which LINUS 2.0 is part of. The move to expand the use of BM and to 
encourage the use of BI is apt in addressing the issues of preparing Malaysian in 
order to be able to communicate in English and to increase employability when 
they enter the job market. 
 
However Malaysian education system, which currently is making great efforts to 
transform from exam oriented to learner centered, requires special attention to be 
made to rural primary schools especially in relation to learning English language  
(Philip, Oliver & Mackay, 2008) as the challenges escalates compared to the 
urban counterparts. English teachers in the rural areas face greater challenges of 
teaching, monitoring and evaluating learners so much so literacy development 
especially in English language becomes mechanical and monotonous (Abdul 




Hence there is a need to develop a framework that not only emphasise on 
affective (ensuring pupils become interested to read) and master basic vocabulary 
(through language).  
 
1.3 Research Objectives  
The objectives are formulated to overcome the problems identified and 
consequently answer the related research questions imposed. In an effort to 
accomplish that, the study embarked on the following objectives: 
i. To investigate teacher's understanding of how to improve young learners' 
literacy level and the challenges. 
ii. To develop an affective literacy framework for rural young learners. 
 
1.4 Research Questions 
The main research question guiding this study was: How do rural primary school 
teachers understand how to improve young learners' literacy level and the 
challenges? This question subsequently led us to ask a further question based on 
the classroom observation of their teaching sessions: What are the essential 




1.5 Research Scope 
Scoping helps to create an invisible boundary that form the circumference of the 
study conducted. Therefore, in order to define and guide the flow of the study, the 
following scopes were established: 
i. The study is limited to the Malaysian primary school in rural parts of 
Kubang Pasu district in Kedah. 
ii. The study is limited to the Malaysian primary school teachers who 
teaches English subject as a second language to the Year One children. 
 
1.6 Research Contributions 
There are a number of contributions that this study brings, that this study brings 
mainly to the  teaching of English Language in the rural setting. The identified 
contributions are as the following: 
1) The affective literacy framework for young learners (ALFRYL) (refer to 
Chapter Five for the illustration) is a framework that was initially developed 
through the analysis of related literature that supports the idea of promoting 
literacy in an affective way and further fine tuned through the validation 
from the data gathered in this study. This contribution is significant because 
without which would not have made the construction of ALFRYL 
observation rubrics possible. 
2) The ALFRYL observation rubric is a research tool that was developed 
based on the framework and later was used to gather evidence from the 
study.  The rubric is helpful in that it allows researchers who would want to 
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research on related studies to investigate classroom interactions that 
promote affective learning of English language in a challenging situation 
especially which concerns the rural context. 
3) A collection of challenges experienced by teachers who are English majors 
and non English majors when teaching English langauge in rural setting, 
in both levels 1 (Year 1) and 2 (Year 4, 5 and 6). 
 
1.7 Theoretical Framework  
Using Vygotsky’s Socio-cultural theory as one of the main theories underpinning 
this research, this study refers to the notion of ‘mediation’, a notion derived from, 
Abdul Rahim’s work (2007) is defined as intervention made by the mediator to 
challenge yet support learning. Learning through mediation (Abdul Rahim, Hood, 
Coyle, 2009) stipulates that there are four types of mediation which include 
environmental mediation, affective mediation (Abdul Rahim, 2007), cognitive 
mediation and metacognitive mediation (Karpov & Haywood, 1998). Whilst 
cognitive mediation focus on the focus of this research is on affective mediation. 
Affective mediation is defined as the intervention made by the mediator (in this 
case the teacher), that relates to emotion, warmth and affective involvement of 
the mediator when intending to enhance learner’s motivation in the classroom 
including raising self esteem and promoting moral values (Abdul Rahim, 2007). 
Hence, one of the theories related to affection and emotion is considered in order 
to develop the framework. The framework is a multidisciplinary framework that 
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incorporates theories from education perspective, psychology, persuasive 
technology principles, and computer science.  
On the perspective of technology, core-affect theory (Russell, 2003) and affective 
engineering (Fakhrul, Husniza, & Zulikha, 2010) are currently gaining the 
attention from researchers in multimedia and computer science as the design of 
technology is now moving from user centered to emotion and affection of the 
technology itself. Core-affect theory(Russell, 2003) explains that affect or feeling 
lies in two dimension – the hedonic dimension (pleasure-displeasure) and 
activation dimension (activation-deactivation). The first quarter of Figure 1  
(activation-pleasure) is the target of this research that is to achieve positive affect 
towards literacy and reading. This theory is used to capture affective attributes 
towards reading for children in developing an affective reading interface for a 
reading tutor that identifies affective attributes such as colors, fonts, and contents 




The attributes engineered through affective engineering, which is based on core-
affect theory, is meant to draw people’s attention to specific information in an 
attempt to change what they do or think (Toscos, Faber, An & Gandhi, 2006).  
Figure 1.1: The circumplex model of affect: an integration of hedonic valence and 
activation. 




Persuasive technology focuses on the use of computer to change attitudes and 
behaviours disorder whereby, persuasive design comprises studies on carefully 
planned information activities, where the goals are related to some kind of change 
in the behaviour of the receivers (Petterson, 2000).  Therefore, a persuasive 
design approach is needed to pursue the desired goals.  Fogg (2003) created 
persuasive design principles that are being applied in the design and 
development of a computer application.  
 
Thus in relating all these different theories that has affective as its core and shared 
domain, this study attempts to synthesise the notion of providing challenging yet 
supporting learning environment which stimulates emotion and affection to learn, 
though the integration of technology that becomes part of the environment that 
stimulates learning. This include persuading learners to change i.e. to love to read 
in English in order to better able to express themselves and interprets other’s 
feelings through the literacy development. Hence, the LINUS programme will be 
embedded with the affective literacy framework that is based on the integration of 
the theories. Figure 2  depicts the common thread that links all three components 












Figure 1.2: Theories underlying the proposed 
 affective literacy framework. 
 
1.8 Structure of Report 
This chapter discusses the background and problem driving this study.  They are 
mapped with the objectives to be achieved.  Next, Chapter 2 discusses topics and 
review of the literature related to this study.  Further, the techniques involved in 
this study are explained in detailed in Chapter 3.  It is followed by the data analysis 
and discusses results in Chapter 4.  Finally, the Chapter 5 provide the conclusion 
on the research outcome and recommended for affective licteracy framework for 

















REVIEW OF LITERATURE 
 
2.1 Introduction 
In order to provide a good understanding of the study, certain pertinent topics 
related to the affective literacy for young learners in the Malaysian rural primary 
school seting will be discussed. In the earlier sections, the literacy situation of 
Malaysian rural primary schools will be discussed in relation to the teacher quality 
and young learners’ academic performances. In addition, the definition of literacy 
will be discussed in connection with the stages in literacy development. In later 
sections, the relevant information of affective literacy for younger learners of 
English will be discussed in detail, starting from the definition of affective literacy, 
theoretical approaches to affective factors in the classroom, effective 
management of affective factors in the classroom, and effective teacher-child 
interactions in the classroom.  
 
As presented in Chapter One (refer to section 1.8), the theoretical framework that 
underpins this study includes the notion of learning through mediation which is 
pertinent to socio-cultural theory that places great emphasis on the role of the 
mediator (usually the teacher in relation to school context) challenging yet 
supporting young learners’ process of learning in an engaging manner (Abdul 
Rahim, 2007). The other two theories which are discussed in that section are the 
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core-affect theory and persuasive design principle. Although these two theories 
are widely used in the contexts of technology and design, similar elements are 
found in all the three theories introduced in this study. However, it is a key point 
of focus in this study to connect these theories and the affective aspects of literacy 
for young learners of English in Malaysian rural primary schools. This forms the 
basis of the literature review in this study. 
 
2.2 Academic Achievement of Malaysian Rural Primary Schools 
The government of Malaysia spends over 20% of its budget on education, but the 
outcome is yet to achieve the expectations of its political leaders and ordinary 
citizens. According to Malaysia Education Blueprint 2013-2025, Malaysian 
primary and secondary students lag behind other students belonging to the top-
rank group in the Programme for International Student Assessment (PISA) such 
as Finland, Japan, or Singapore by a big margin of academic performance. In 
effect, “A comparison of scores shows that 15-year-olds in Singapore, South 
Korea, Hong Kong, and Shanghai are performing as though they have had 3 or 
more years of schooling than 15-year-olds in Malaysia” (Malaysian Ministry of 
Education, 2012, p. E7). This situation has had big knock-on effects on the 
economic development and social innovation of Malaysia. Many private investors 
report that the chief obstacle to prevent them from furthering their business 
adventure in Malaysia is poorly educated workers who are not competitive any 
more in the Southeast Asian region, compared to Vietnamese and Indonesian 
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counterparts. Malaysian workforce is also recognized as short of the skills and 
knowledge needed for further innovation (“Economic reform in Malaysia”, 2010).  
  
The World Bank 2010 report provides a hint on understanding the probable cause 
of this dismal academic performance of Malaysian students. It mentions the 
disparity between urban and rural schools as the major hindrance to fulfil the 
Malaysia’s Vision 2020, a vision of Malaysian aspiration to become a high-
income, developed nation by 2020 (World Bank, 2010). Especially in primary 
schools in Malaysia, students’ academic performance in rural areas does not 
correspond to the one in urban areas. Even though they are given equal access 
to primary education, they do not produce the same level of academic outcome 
as urban students. Utusan Malaysia, a major daily newspaper in Malaysia, 
supports the findings of this report by providing results from the Malaysian national 
standardized test for primary school students, Primary School Evaluation Test 
(UPSR). Rural school students in Malaysia are outperformed by the urban ones 
in all subject areas, particularly in English, Math and Science (Utusan Malaysia, 
2004; UNESCO Bangkok, 2009). The rural school students achieved 51.9 
percent, 72.7 percent, 75.9 percent of total score for English, Math, and Science 
respectively whereas their counterparts in urban schools reached 67.5 percent, 
80.5 percent, and 81 percent for respective subjects. In addition, the ratio of rural 
and urban schools and students exacerbates the national standard of academic 
performance in the sense that rural primary schools amount to 83 percent of all 
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primary schools and their students to 63 percent (Rahman, Mokhtar, & Halimi, 
1993, cited in Aziz, 2013).  
 
There is a body of literature which indicates that the low performance of students 
is just a symptom of the further critical issue in education, i.e., teacher quality 
(e.g., Hammer, Hughes, McClure, Reeves, & Salgado, 2005; Malm, 2009). It is 
axiomatic that “the quality of an education system cannot exceed the quality of its 
teachers”, and recent studies on education lend support to this argument. An 
OECD report (2005) indicates that there is a great variation in terms of teacher 
effectiveness, and the disparity of student performance within schools is often 
greater than the one between schools. This situation is keeping in line with the 
McKinsey report (2009) which argues that “there is no more important empirical 
determinant of student outcomes than good teaching” (p. 27). The report 
introduces a case in point: One student who had learned from a high-performing 
teacher for three years performed much better than the other student who learned 
from a low-performing teacher for the same period time by 53 percentile 
difference. The significance of this evidence may be more powerful when it is 
applied to the case of Malaysian rural primary school students, considering Barber 
and Mourshed’s argument (2007, cited in Malm, 2009) that low-performing 
students without the tutelage of high-performing teachers may not recover the 
losses incurred during this period time. Thus, it is essential to come up with 
innovative ideas to recruit the top-drawer teachers to pull up the educational 
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standards for learners who lack academic excellence in rural primary and 
secondary schools in Malaysia. 
 
2.3 Defining Literacy for Young Learners of English 
The term literacy can be defined in many ways and “the level of application of the 
word literacy varies across time, geographical areas, ethnic groups and even 
families” (Milner & Milner, 2003). Under this premise, Milner and Milner (2003) 
view literacy as “the known capability to learn” and argue that literacy comes in 
two steps. The first step is the ability to read and understand words on page, while 
the second refers to the belief that one can. In the same vein, Vukelich, Christie 
and Enz (2008) refer to literacy as “an ability to create meaning through different 
media (e.g. visual literacy), knowledge of key concepts and ideas (e.g. cultural 
literacy), and the ability to deal effectively with different subject areas and 
technologies (e.g. mathematical literacy, computer literacy) (p. 2). Furthermore, 
Weinberger (1996) adds another dimension to the meaning of literacy, arguing 
that “Literacy is not a product, made up of autonomous skills which we learn to 
become fully literate. It is rather a succession of on-going literacy practices and 
events which vary according to different situations” (p. 13). 
 
Based on the above definitions, the basic term of literacy involves the following 
components. The first is language. Vukelich et al. (2008) “refers language to oral 
language (communicating via speaking and listening), and literacy refers to 
reading and writing (communicating through print)” (p. 2). In addition, they also 
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note that both spoken and written languages are integrally connected and related 
to each other in the forms of word meaning representation and recognition. The 
second component involves language functions: contextualised language and 
decontextualised language. Snow and Dickinson (1991) argue that contextualised 
language enables learners to use the language during negotiation of interpersonal 
relationships and when engaging in face-to-face conversations; while 
decontextualised language involves learners’ ability to use the language to 
audience using written texts.  
  
Given that the participants in this study are primary school teachers and students, 
the definition provided by the Expert Panel on Literacy in Grades 4 to 6 in Ontario 
(2004) is also construed as useful for this study: “The ability to use language and 
images in rich and varied forms to read, write, listen, speak, view, represent, and 
think critically about ideas” (p. 5). The report on the literacy of primary school 
students prepared by the panel primarily acknowledges the function of students’ 
literacy ability which enables them to exchange information and interact with 
others through the process of making meaning. The report argues, however, that 
literacy cannot be properly understood without taking into account its complex 
nature which involves the culture, knowledge and experiences for deeper 
knowledge and understanding, its function in connecting individuals and 
communities, and its essential nature for young learners’ personal growth as 
active participants in a democratic society. Another noteworthy aspect of this 
report is its emphasis on the two characteristics of literacy instruction in primary 
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schools: Integrated learning and differentiated instruction. The one is related to 
the combined nature of literacy process including four skills and thinking which 
can have the practical applications for all subjects in primary schools and all 
dimensions of young learners’ lives. The other characteristic is operated within 
the context of this integrated learning, but it is differentiated in that young learners 
are provided different texts for reading and writing activities and different supports 
based on their felt needs in learning (p. 27). 
 
2.4 Stages of Literacy Development 
Historically, views on how young learners learn to read and write have focussed 
specifically on the key components including word recognition, development of 
vocabulary, fluency, comprehension and the development of writing and spelling 
and their realtionship with the new approaches in the processing of prints and 
digital texts.  
 
Early literacy instruction gives a “unique perspective on reading and emphasises 
on information processing approach” (Kennedy, Dunphy, Dwyer, Hayes, 
McPhillips, Marsh, O’Connor & Shiel, 2012, p. 13).  There were two perspectives 
which dominated reading instruction in the early 1900s to the end of 1950s 
(Morrow, 2009).  The first suggested that young learners gain reading ability by 
repeated practice and structured by adults. Besides reading books, young learnes 
were also taught “a collection of skills that together amount to reading” (Salinger, 
1996, p. 3). Activities that usually occur in the reading classrooms include using 
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big charts for teaching, using workbooks for children to practice the skills and 
using ungraded stories from students’ literature. The second perspective 
proposed that the reading process should involve “the search for meaning” (ibid., 
p. 3) and young learners should be exposed to meaningful material.  Based on 
the children’s own background knowledge, children are expected to understand 
what they read especially when the reading texts involve topics that interest them 
or topics that they want to learn about.  This second perspective has been refined 
and expanded before being accepted by current educators who now proposed 
that “reading involves an active process of constructing meaning from text” (ibid., 
p. 3). In the process of interacting with the reading texts, 
 
...readers bring a certain knowledge base to the text, to which is added the 
meaning found in the text itself. Readers draw upon many different kinds 
of knowledge: personal experiences, prior reading, vocabulary, grammar, 
the structure of different kinds of texts, and the strategies needed to read 
efficiently. These sources help readers translate printed words, anticipate 
what the text will say, and monitor whether their construction of meaning is 
making sense. (ibid., p. 3) 
 
Literacy research and practice from the 1960s until present show many changes 
in the reading practice. Based on the research finding, it is assumed that children 
acquire some knowledge about language, reading and writing before they go to 
school.  Morrow (2009) argues that the relationship among the communication 
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skills (reading, writing, oral language and listening) is dynamic since each skill 
influence the other in the course of development which takes place in daily 
contexts and in natural settings. The concept used by scholars to show this 
development in literacy is known as emergent literacy. 
 
The other perspective of early childhood development involves the concept of 
whole language. Morrow (2009) summarises this concept of literacy learning by 
stating that this approach is child centered since “it is designed to be meaningful 
and functional for children” (p. 25).  There is an integration of literacy activities 
with the learning of content area subjects such as art, music, social studies, 
science, math, and play. The teaching of reading, writing, listening and speaking 
are given equal emphasis since they are the basis for literate individuals. 
Teachers who employ holistic strategies in the classroom, “place more emphasis 
on learning than on teaching. Learning is self-regulated and individualised, with 
self-selection and choices of literacy activities” (ibid., p. 25). Teachers also provide 
models of literacy activites for children to emulate and teach language skills when 
they are relevant and meaningful. In sum, this approach of language teaching 
encourages teachers and children to be decision makers about instructional 
strategies, the organisation of instruction and the instructional materials used.  
 
Besides the above views on children’s learning, there are other approaches which 
have been used by teachers in the classroom. The first is the thematic instruction 
method.  The main objective of thematic units is “to teach content information and 
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literacy skills in an intersting way. Thematic units use a science or social studies 
topic and consciously integrate literacy (reading and writing) into all content-area 
lessons, including music, art, play, math, social studies and science” (ibid., p. 26). 
The second approach is the phonics program.  This method of literacy focusses 
more on the sounds that make up words.  By exposing children to the sound-
symbol relationships or phonics would help to strengthen their reading and writing 
achievement (ibid., p. 27). Gambrell (2009) summarises findings about the literacy 
development as in the following quote. 
 
We now know that children begin to develop early forms of language and 
literacy ability concurrently and from the day they are born.  We have 
learned that learning to read and reading to learn go hand in hand.  We 
have discovered that excellent strategies are good for all children at all 
ages.  Excellent literacy instruction is created in literacy-rich environments 
in social contexts through immersion in literacy experiences, explicit 
instruction, practice, and modeling by teachers – all with constructive 
feedback”. (Morrow, 2009, p. xi) 
 
2.5 Affective Literacy for Younger Learners of English 
This section describe the definition affective litearcy among young learners 
especially when learning English in rural area. The theoretical approaches, 
management, teacher-child interactions, assesment and resources used during 




2.5.1 Defining Affective Literacy 
In the theorising process of affect and emotions, Zembylas (2007a) makes 
distinction between the two concepts by defining affect “something first 
experienced in the body and then named and re-experienced through social 
relations and culture” which will be embodied into emotions and sensations (p. 
445). In other words, affective experiences are the antecedent of emotions 
whereas emotions simultaneously manifest cultural categories as well as bodily 
states. This distinction is germane to the discussion on the role and meaning of 
emotions in the second language learning process proposed by Imai (2010). He 
defines affect as including emotions dimension and moods dimension. The former 
touches emotional and motivational aspects of human behaviour such as anger 
or fear which are short-lived and intense, while the latter deals with personality 
characteristics such as feeling good or bad which are relatively enduring and 
diffuse. These two constituents are also different from each other in that the one 
has a definite cause and cognitive content but the other has no prominent cause 
and cognitive content. Thus, the meaning of affect has a primary bearing on its 
emotional and mood dimensions.  
 
In an attempt to determine other components which are involved in the term 
literacy, Kennedy et al. (2012) recommend that “definitions of literacy should 
encompass the cognitive, affective, socio-cultural, cultural-historical, creative and 
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aesthetic dimensions” (p. 10). From all dimensions mentioned in this definition, 
the affective dimension is closely related to this study. According to Amsler (2004), 
affective literacy can be defined as “a broad range of somatic, emotive responses 
to reading a text. Affective literacy seeks out the life-principle, messy and 
complex, threading through reading activities and gestures toward bodily 
economies of reading and transacting texts” (p. 2). This is further supported by 
Schroeder and Cahoy (2010) when they added that affective domain should also 
consist of interests, attitudes and values of a person. Of particular note is Cole 
and Yang’s (2008) discussion on affective literacy which is specifically related to 
the situation of Teaching English to Speakers of Other Languages (TESOL) in 
China. They used the term as combining research that has explored affect in 
second language acquisition (SLA) and language teaching. As a result, given the 
nature of the education system in China, they addressed three aspects of affective 
literacy that are relevant to TESOL in the country:  
 building positive attitudes towards English teaching and learning by 
attending to the affective environment of the classroom  
 a student-centred pedagogy that rewards the learner through emotionally 
satisfying experiences 
 interpersonal meaning as a core concern for the TESOL teacher, so that 
Chinese learners may use English to build relationships. (p. 37) 
 
These aspects seem to be regarded as universal features of affective literacy in 
other ESL/EFL situations and may serve to underscore the interrelatedness of the 
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primary concerns of teaching English in China and Malaysia located in the same 
Asian region. Promoting learner-centred approach to teaching, positive attitudes 
regarding teaching and learning, and interpersonal skills to negotiate meaning 
with others are among the foci of English education in Malaysia. In relation to 
these affective aspects, the current study tried to explore the illustrative examples 
of affective teaching foci by selecting rural primary school teachers who were 
likely to use spontaneous learning opportunities, and, by observing in their 
classrooms, look for the instances of teacher-initiated affective interactions. 
 
2.5.2 Theoretical Approaches to Affective Factors in the Classroom 
In the general discussion of the research on emotions in education, Zembylas 
(2007b) presents the three major theoretical approaches which have significant 
methodological implications in studying emotions in the field of education. The 
first one is “psychodynamic approaches” which have construed emotions as 
private entity, i.e., an individual learner's emotional abilities; the second one is 
“social constructionist approaches” which have understood emotions as 
sociocultural phenomena, i.e., a process of interaction aiming at understanding; 
the third perspective is “interactionist approaches” which transcends the 
dichotomies such as mind and body or individual and social. The last one which 
was established in the previous two perspectives aims at bridging their differences 




However, specifically in relation to the mainstream SLA research, Imai (2010) 
summarised four assumptions or foci intrinsic to the research on the affective 
domains: (a) Affective factors are viewed as primarily intrapersonal phenomena; 
(b) Cognition is prioritized, despite acknowledgement of mutual interplay between 
cognition and affect; (c) Dichotomous examination of a given affective 
phenomenon is prevalent, e.g., determining whether its characteristics are 
beneficial or harmful; (d) Learning is conceived as mastering knowledge and skills 
(p. 280). Summing up, SLA research assumes that cognition should be given 
priority over affective aspects which are centring on intrapersonal dimension. 
However, many psychological studies and empirical evidence support the idea 
that emotional and motivational factors can affect one’s cognitive judgment and 
interpretation of a situation, and they are often aroused in interpersonal 
relationships, especially in sharing emotion-laden experiences with others, not 
only in intrapsychic situations (Berscheid, 1987; Forgas, 1995; Rime, Corsini, & 
Herbette, 2002). This line of understanding is further connected to Imai’s (2010) 
priority to the social aspects of emotions and affective factors within a learner over 
techniques and materials by drawing attention to Stevick’s (1980) statement what 
“goes on inside and between the people in the classroom” (p. 4) rather than on 
techniques and materials.  
   
There have been found some limitations of SLA research paradigm in 
understanding the complexity of affect in the learning process (Imai, 2010). First, 
a particular type of negative emotion (e.g., language anxiety) has been given 
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priority over other positive emotions such as enjoyment, happiness, gratitude, 
anger, and jealousy which learners may experience in the process of language 
learning. Second, the interpersonal dimension of one’s emotions is sidelined by 
the individualistic view of language learning in relation to affect. Third, reflective 
appraisal methods have been adopted by most of researchers in order to measure 
learners’ affective states. Thus, observing the emotional experiences of learners 
in naturalistic settings has been replaced by reflective methods such as 
retrospective self-report questionnaires, interviews, or memoirs. Lastly, the 
cognitive appraisal is recognised as the sole antecedent of emotional states and 
motivational aspects by stimulus appraisal researchers. However, this position is 
tantamount to the total dismissal of the mood-congruent effect (Johnson & 
Tversky, 1983) or affect-infusion (Forgas, 1995) which indicates the evidence of 
psychological research that moods can affect one’s judgment and interpretation 
of a situation.   
 
This study is different from other studies which tried to investigate learners’ 
affective states by self-report or reflections in interviews. Rather this study 
attempts to make observations on teachers and learners’ real-time emotional 
experiences in the classroom setting. Furthermore, this study examines the 
interpersonal nature of emotions or affective aspects of teachers and students in 
the real learning process. This study firmly believes that cognitive and affective 




2.5.3 Effective Management of Affective Factors in the Classroom 
Even though emotion or affect has been capturing the attention of many educators 
and researchers, emotion is not a new area for them. A renewed concern for the 
emotions of teaching and learning has been extended to an interest in “the 
emotional politics of curriculum development and educational reform, and the 
implications for teacher education” (Zembylas, 2007b, p. 57). It is already 
acknowledged that emotion is inextricably interwoven with educational discourses 
and pedagogical practices (Boler, 1999) which massively demands emotional 
strain of teachers (Zembylas, 2005). It is also suggested that teacher’s emotional 
effort can be put to productive use.  A body of research has provided a wealth of 
insights into the promotion of emotional skills in the primary school classroom 
which can lead to “improved learning outcomes, more prosocial behavior, and 
positive emotional development” (Yan, Evans, & Harvey, 2011, p. 82). Among this 
line of research, Yan, Evans, and Harvey’s (2011) study also provides a solid 
evidence that a key feature of implicit teaching dealing with emotion-related 
behaviours is to translate emotional skill development to the naturalistic 
classroom setting “whereby emotions are shaped and managed and modelled in 
a positive manner by these emotionally skilled teachers” (p. 96).  
 
Of critical importance is how this line of research provides good examples of how 
the primary school teachers move the findings into practice in their own 
classrooms. It has not gone unnoticed that especially during young learners’ 
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formative years in the primary school setting, teachers’ role in their development 
of emotional and social skills cannot be overemphasized (Deiro, 2005; Evans, 
Harvey, Buckley, & Yan, 2009). The effect of teacher-young learner interaction is 
not limited to the affective and social aspects, but extended to literacy and 
language skills. According to recent studies, young learners’ exposure to the 
mediocre quality of interactions with teachers causes a significant impact to their 
development of literacy and language skills during early childhood (Dickinson & 
Brady, 2006; Howes et al., 2008). Just as Yan, Evans, and Harvey (2011) claim, 
however, it still remains ambiguous to recognise how emotional skills are taught 
and managed in the classroom setting, not least because effective teachers with 
high emotional intelligence cannot always articulate how they manage young 
learners’ emotions in classroom environments (p. 82). Now the procedural 
knowledge about how to translate the research of teacher-child interactions into 
the literacy and language classrooms of primary school is seen to be of primary 
importance to the management of affective literacy and classroom interactions 
which can lead to improved literacy and language performance of young learners. 
 
This dimension of interaction management in the classroom setting has a direct 
bearing on the assessment of young learners’ cognitive processes and emotional 
dimension which accompany them. Integrated consideration about cognitive and 
affective aspects is the core of the extended concept of metacognition. Although 
it essentially refers to second-order cognitions, metacognition has gradually been 
broadened to include anything psychological, rather than just anything cognitive. 
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Thus, the meaning of the term has come to be comprehensive by adding to its 
cognitive domain the emotional one, i.e., referring to the emotions that accompany 
the cognitive processes and the person’s ability to monitor them as well as the 
domain of cognitive habits (Papaleontiou-Louca, 2003). A holistic and broad 
concept of metacognition does a great service to all teachers and learners in the 
world by putting the dimension of personal emotions in a rightful place in 
educational arena. Besides, it is also noteworthy that Goleman’s (1995) idea of 
emotional intelligence has been expanded to the Cohen’s (2001) concept of social 
and emotional literacy (SEL) which deals with the ability to decode one’s own and 
others’ emotions, to solve social-emotional problems by using decoded 
information, and to be creative, helpful learners. This SEL is comparable to the 
affective literacy in this study, but the social-emotional problems seem to have 
direct association with interpersonal and emotional obstacles facing young 
learners when they learn English in the current study.  
 
2.5.4 Effective Teacher-Child Interactions in the Classroom 
There is a great need for teachers’ professional development targeting effective 
teacher-child interactions. Interventions toward effective teachers-child 
interactions have been promoted through several factors. The most prominent 
factor among these is the presence of significant empirical evidence indicating 
that the nature and quality of teachers’ interactions with children is one of the most 
salient aspects of early childhood programs’ effects on children’s development 
(Brophy-Herb, Lee, Nievar, & Stollak, 2007; Pianta, Barnett, Burchinal, & 
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Thornburg, 2009). Notwithstanding, the data based on United States suggest that 
most of the pre-k children are undergoing a mediocre to low quality of teacher-
child interactions (Phillips, Gormley, & Lowenstein, 2009). Of particular note is the 
importance attached to the literacy teachers’ use of effective interactions during 
the delivery of literacy content. However, despite convincing evidence that the use 
of effective strategies is essential for children with a possibility of failing grade 
(e.g., Farver, Lonigan, & Eppe, 2009), they are rarely used by early childhood 
teachers in teaching early literacy and language skills in an explicit manner (e.g., 
Cunningham, Zibulsky, & Callahan, 2009; Hindman & Wasik, 2008).   
 
Effective interactions between teachers and children can be promoted in the 
context which take into account three broad domains of teacher-child interaction 
that are supposed to facilitate children’s progress according to the developmental 
stages as an outcome of their experiences in classrooms. Hamre and Pianta 
(2007) proposed them as “Emotional Support, Classroom Organization, and 
Instructional Support”, which placed emphasis on dimensions of teacher-child 
interaction that operate specifically in the literacy and language classroom of 
children (p. 91). The multi-dimensional affective literacy makes an important 
connection between these three domains and the analysis of current study’s data: 
It was found that the emotional support can be closely related to positive 
interaction and engaging pedagogy in the current study, classroom organization 
to emotional management and metacognitive assessment, and interactional 




Within the domain of emotional support, many researchers entered into studies of 
the positive effects of exposure to friendly, responsive caretaking in preschool 
settings (McCartney et al., 2007). Children who experience more learner-centred 
instruction and learner autonomy may well have more positive feelings about 
school, displaying more motivation and more active engagement in classroom 
tasks (Valeski & Stipek, 2001). However, children in more teacher-centred 
classrooms have “higher levels of maternal-reported internalizing problems” 
(NICHD Early Child Care Research Network, 2003, cited in Hamre & Pianta, 2012, 
p. 94). With regard to the domain of classroom organisation, more positive student 
behaviour is an instructional outcome of teachers’ consistent expectations about 
learners’ behaviours, teachers’ proactive monitoring of learning process, 
teachers’ behavioural/emotional supports for learners’ performances (Emmer & 
Stough, 2001), teachers’ provision of instructionally rich activities, and teachers’ 
efficient use of time. The last two points are important considering students’ waste 
of time (44% of their time) in doing activities which are not related to instruction 
such as waiting in a queue for washing hands or eating (Early et al., 2010, cited 
in Hamre & Pianta, 2012, p. 94). Finally, the key elements in the domain of 
instructional support are teachers’ provision of cognitively demanding 
opportunities to learn and feedback about students’ learning and progress (e.g., 
Romberg, Carpenter, & Dremock, 2005; Taylor, Pearson, Peterson, & Rodriguez, 
2003). This domain of teacher-child interactions seems to make close 
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connections to young learners’ development in early skills of literacy and math 
(e.g., Guo, Piasta, Justice, & Kaderavek, 2010).   
 
Given that the interplay of affect and cognition is nonlinear and more complex 
than is assumed by mainstream SLA research, another noteworthy aspect is the 
dimension of “interest” which combines both affect and cognition. It is recognised 
as having the “energizing function” for deeper learning which is most desired in 
many educational contexts (Del Favero et al., 2007, p. 636). In the process of 
exploring the development of interest in EFL/ESL learning, Tin (2013) investigates 
interest-triggering features in learning English, based on interview data with non-
native speaker students of English. Their reflections on critical moments which 
triggered their interest in learning English were discussed in terms of sources of 
interest in three stages such as primary school, secondary school, and university 
and working periods. The major finding of this study is that “it is not just the value 
of English (i.e. a property of topic or topic interest) per se that triggers interest but 
how its value is presented and experienced” (p. 129). Thus, it is critically important 
to reimagine and revision the past or “to postdict the past event in accordance 
with the present experience” in order to actuate interest in learning English (ibid. 
129). Specifically in the early childhood, the major sources of interest are the 
support from significant others such parents and relatives, and peers and close 
friends. The attractive and enjoyable experiences with them could trigger interest 
in learning English in early years. Apart from significant others, however, teachers 




2.5.5 Effective Literacy Assessment 
Literacy assessment is a strategic process of gathering and using information 
about student achievement in reading, writing, talking, listening, and thinking in 
order to improve student learning in all subjects.  The main objective of literacy 
assessment is to improve students’ literacy skills through continually guides the 
development, implementation and review of the students’ literacy programme. 
Students will be provided with multiple and varied opportunities to demonstrate 
what they know and can do. In addition, students would be encouraged to be 
actively involved in the assessement process and encouraged to reflect on how 
they can improve their literacy skills.  On the other hand, assessments must be 
developmentally and culturally appropriate for each student in order to provide 
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Figure 2.1 Framework for literacy assessment for young learners (Source: The 
Ministry of Education, Ontario, 2012) 
 
As shown in Figure 2.1, the goal of the assessment is student success in literacy.  
There are four stages in the ongoing assessment cycle and they are assessment 
before new learning,  assessment during learning,  assessment of independent 
student achivement, and evaluation, reporting and next steps.  Among the four 
stages, the majority of assessment time should be spent on assessment during 
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learning.  Evidence of the students’ reading, writing, and oral language skills is 
gathered and maintained at all stages by the teacher for the purpose of informing 
teaching, learning and school planning. Communication among the teacher, 
student, parents, and school system is continuous throughout the school year to 
ensure everyone knows the literacy expectations and assessment criteria and 
contributes to helping the student succeed. 
 
2.5.5 Effective Resources for Young Learners 
Successful learning among young learners also involves a literacy-rich 
environment and this includes the selection of materials that will facilitate 
language and literacy opportunities. Many scholars who studied early childhood 
developments emphasised the importance of creating a literacy-rich environment 
in school.  Montessori (Morrow, 2009) showed that a carefully prepared classroom 
environment would promote independent learning, and recommended that every 
material in the environment has a specific learning objective.  Pestalozzi and 
Froebel (in Morrow, 2009) suggested a real-life environment in the classroom 
since it could flourish young children’s learning and this could be achieved by 
having manipulative materials which would foster literacy development. Teachers 
should ensure that students have access to a variety of learning resources by 
providing many choices. Books in the classroom library could be alternated to 





Summing up, this chapter primarily discussed the teacher quality and young 
learners’ academic performances in Malaysian rural primary schools. The literacy 
realities was reflected on the mirror of the definition of literacy and the stages in 
literacy development. In effect, this information will be the foundation for fulfilling 
the first overarching objective of current study, i.e., the investigation into how rural 
primary school teachers understand how to improve the English literacy level of 
young learners in the challenging school setting. Next, moving to the main focus 
of this study, affect and affective literacy were redefined in the theoretical 
approaches to affective factors in the classroom, and the ideas of effective 
management of affective factors in the classroom were integrated into the 
possibilities of effective teacher-child interactions in the classroom. The 
information in these sections will help to explore the essential factors of an 
affective literacy framework for rural young learners of English, drawing on the 
classroom observation of their teaching sessions which will also be supplemented 











The main research question guiding this study was: How do rural primary school 
teachers understand how to improve young learners' literacy level in challenging 
situations? This question was answered based on the interview sessions with the 
teachers. Furthermore, this question subsequently led us to ask a further question 
based on the classroom observation of their teaching sessions: What are the 
essential factors of an affective literacy framework for rural young learners? Class 
observation was also supplemented by the interview data to answer this question.  
 
Constructing the ALFRYL framework requires several methods to be considered, 
starting from reviewing literature and developing instruments for data collection to 
the refinement of the framework. It started from investigating teachers’ 
understanding on how to improve literacy among students and the challenges 
they face. This forms as essential information towards the development of the 
framework that concentrates on affective literacy learning. Hence, this chapter 
explains the phases and methods involved towards achieving the objectives set 




The next section explains the research design and the procedures involved in 
carrying out the research. It encapsulates all the phases involved which include 
literature review and instrument development. Later, the research  sampling is 
discussed where it delineates access to school and the teachers participated in 
the study. Further, the qualitative procedures involved are discussed and the 
analysis is presented. The findings serve as important information to the formation 
and improvement of ALFRYL framework that could benefit both teachers and 
learners especially those reside in rural areas. Finally, the reliability and validity 
of the framework is assessed. 
 
3.2 Research Design and Procedures 
This study employed a qualitative approach as it is deemed as a current research 
paradigm that is able to provide a holistic view of the phenomenon being studied 
(Johnson & Onwuegbuzie, 2004, Denzin & Lincoln, 2005).  This study is divided 
into five main phases as depicted in Figure 3.1, which also include the last phase 




Figure 3.1 Phases and methods involved in this research. 
 
3.3 Literature Review and Instrument Development 
Literature review is performed to analyse the theoretical aspects of this research 
that would lead to the identification of components towards the construction of the 
AFRYL framework. This phase also include the development of the instrument 
used for data collection, which includes qualitative procedures such as classroom 
observation, interview, and document analysis. A pilot test was conducted 
involving three teachers, who currently pursuing their master degree in one of the 
universities in the northern region of Malaysia. The pilot study was meant for initial 
ideas and measurement towards the development of the interview questions for 
this research. Depicted in Table 3.1 are the characteristics of the teachers 
involved in the pilot study. 
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Table 3.1: Characteristics of teachers involved in pilot study. 
 Teacher 1 Teacher 2 Teacher 3 
Major English English English 
Teaching 
Experiences 
12 Year 1 ½ year 1 ½ year 
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The pilot study reflects earlier understanding of the interview question that has 
been developed for this study. The results from the pilot study show that the 
understanding of the participant involved towards the interview questions were 
indeed applicable to be used as an important instrument in this study. It is 
acknowledged that the teachers involved in the pilot study share similar 
characteristics with the real participants. However, the total estimated time for the 
interview sessions were longer than the predicted duration (one hour interview 
instead of just 10 minutes). It turned out that the questions asked required the 
participants to reflect their teaching methods and thus prolonged the interview 
session. Hence, the questions were modified accordingly to simplify them so it is 
easier to be understood by participants. During this pilot interview session, only 





The samples of this study are teachers and students from a rural primary school 
in Kedah. The school is selected based on the criteria that include, non performing 
school, rural, and with lack of facilities that promote literacy development 
especially in the second language but which has potential to be turned into a lab 
school for the state for promoting literacy development amongst rural children. 
Teachers in this study are selected based on volunteerism and ethics in research 
is strictly followed i.e. anonymity and confidentiality of the teachers and students 
involved in this study is kept (Babbie, 2002).  
 
This is to ensure that in the event of participating in this study their identity remain 
anonymous and confidential to prevent harm to them.  Parents’ consent letters 
were obtained for the participation of their children. Two Year One classrooms 
were involved in this study and Year 4 & 5.  The class chosen was based on 
criteria that include poor performance in literacy especially in English language, 
lack of exposure in the language, and lack of facilities that promote literacy 
development in the classroom. 
 
3.5 Access to School 
To gain access to school for data collection, an approval from the headmaster is 
necessary. For this research, one school was selected in a northern part of 
Malaysia. This school was selected as it meets the criteria for a rural school that 
serves mostly students whose background are from underprivileged community 
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in the area of rural to far some remote part of northern state. Apart from being a 
its location is the school is also a nonperforming school with lack of facilities that 
would promote literacy development especially in the second language 
acquisition but which has the potential to be turned into a lab school for the state 
for promoting literacy development amongst rural children. It is viewed that the 
school would provide an environment challenging enough that would require 
affective literacy framework to be introduced for its challenging rural young 
learners. 
  
Once the access was approved, the headmaster identified the teachers to be 
involved in this study. In this case, four teachers have been identified as explained 
later in the following subsection. For the purpose of data collection and evaluation, 
the classes which were taught by the selected teachers were also observed. 
 
3.6 Participants and Related Ethical Issues in the Study  
Teachers in this study were selected based on volunteerism and ethics in 
research we followed i.e. anonymity and confidentiality of the teachers and 
students involved in this study is kept. This is to ensure that in the event of 
participating in this study their identity remain anonymous and confidential to 
prevent any harm to them (Babbie, 2002).  Parents’ consent letters were obtained 
for the participation of their children. As for the teachers, the headmaster identified 
four teachers to participate in this study – teacher A, teacher R, teacher Z, and 
teacher S. All four teachers have distinct background in terms of teaching 
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experience as depicted in Table 3.2 but all are equally important as they teach 
English classes in the school. Two of them are English option teachers while the 
other two are Science option teachers that were assigned English classes to be 
taught. 
 









































Sort of  Yes, I love 
novel 
















Teacher A, who is an English option teacher, teaches Year 1, able learners for 
level 1, as well as able learners for level 2 (Year 6). Teacher R, who is a non-
English option teacher, teaches less able learners for Year 1. Next is teacher Z, 
an English-option teacher who teaches Year 5, but in later part of the study would 
not be observed and unwilling participated due to health problems. However, due 
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to his unique character and teaching styles it is viewed that including him into the 
study could give more information, although only one observation was performed 
during his teaching. Finally teacher S, who is a non-English option teacher, 
teaches able learners in Year 5.  
 
3.7 Qualitative Procedures and Analysis  
Qualitative procedures in this study were employed in order to provide an in depth 
investigation of data to understand the challenges faced by the teachers and the 
process of change (Denzin & Lincoln, 2005) in which students and teachers go 
through. This can be obtained from a qualitative methodology that include 
classroom observation (Patton, 1990), interview (Rubin & Rubin, 1995; Kvale, 
1996) and document analysis (Miles, Mathew & Huberman, 1994). These data 
were then analysed using content analysis and constant comparative method 
(Lincoln & Guba, 1995) where the data were categorised based on emerging 
themes that helps to build the framework. 
 
The interview was conducted to identify challenges that the teachers faced when 
implementing literacy in or student understanding examining the risking of literacy 
framework. Affective literacy framework’s components, i.e. positive interaction, 
engaging pedagogy, assessment, emotional management, learner diversity, and 
resources, used by the teachers in their classroom; teachers’ perceptions of 
literacy development, how teachers’ perceive vocabulary instruction, etc. Two 
observations were conducted, one on 9th April 2013 and the other on 1st July 2013. 
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The observations were conducted to observe and measure elements or 
components of the affective framework that were already being used by the 
teachers in classroom sessions. Two researchers using video recording 
performed the observation and observation rubrics (see Figure 3.2) to record the 
teaching and learning sessions. Based on the rubric as depicted in Figure 3.2, 
teachers’ classroom practices were assessed accordingly against the affective 
literacy components. The video recordings of the teachers’ classroom practices 
were mainly used for analysis where video transcripts were created for that 








Qualitative analysis work done on the methods used by the teachers when 
teaching English classes. The analysis was performed to obtain information. The 
data were analysed in two ways: 1) within the same level, i.e. the comparison of 
teachers in the same level (level 1 for teacher A and teacher R; level 2 for teacher 
A and teacher S); and 2) by looking at one teacher, i.e. teacher A, who teaches 
different level 3 (level 1 and level 2). 
 
3.8  The classroom observation and interview procedure 
The data analyzed here were sampled from a set of audio-visual recordings of 
four rounds of English lessons where the teachers interacted with their students 
in the classroom setting, and from a set of four individual interviews with each 
teacher. These two activities (classroom interactions and individual interviews) 
formed the main body of the analysis. The participants were audio-taped while 
joining the interview sessions and video-taped while giving their ordinary lessons 
in the classroom. The audio- and video-tapes were transcribed verbatim and then 
the transcripts distributed to other researchers who were not involved in the data 
collection for coding and identifying the categories of pedagogical concepts 
regarding teachers’ perceptions and practices of literacy development analysed 
through the review of related literature as shown in Chapter Two. Coding of using 
the rubric on the classroom observations by those not directly involved during data 
collection is done so as to maintain objectivity and reducing the effect of being 
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accustored to that happens in the classroom and a result of being present for a 
long time.  
  
3.9 Categorization Procedure 
Coding.  The researchers jointly watched the video tapes to explore coding ideas. 
They also cooperated in examining the transcriptions of teachers’ interview 
sessions in order to come to an agreement about the teachers’ concept units to 
be used for categorizing the themes and domains.  
  
Categorizing. After the teachers’ concept units have been identified, the 
researchers organized these units into categories based on common themes 
(refer to Table 4.1). 
 
Table 3.3: Category, description and sample from data 
Name of 
category 




aiming to promote students’ 
positive emotion. 
 
“Sometimes i said that the student involve but 
sometimes some of the student they are bored 
because maybe i used the same activities or 





Attractive and interesting 
way of teaching to draw 
students’ attention to 
learning. 
 
“For me, i like to teaching through song, 
stories sometimes, songs, rhythms, chart and 
just to encourage the student to learn English 
to create the happy moment that they love to 




Teachers’ assessment of 
students’ cognitive 
processes and emotional 
dimension which accompany 
them. 
Let them do practices. A lot of practices, 
speaking of course they don’t speak, i have to 
force them to speak. For year 6 last week, i did 
give them tricks, you go dating, no i did not go, 
you went, he went, they used the past tense 
but they are accusing their friends and they 
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enjoy that only half an hour lesson, actually 
their late that time. The Math teacher are 
doing something with them but i only have 15 
minutes, we play games, the boys you said 




Teachers’ way to manage 
emotional events which may 
influence students’ learning 
process  
“Because we know student in primary level 
they need to mesmerize, they can mesmerize 
if they are happy moment, happiest moment 
and the saddest one, the sorrow that they can 
remember the best..that why they can have 
time that they feel that..i think  that for me, its 
my opinion, in my opinion we in happy 
moment we can remember especially like our 
experience and our family experience also 
when we are we always remember the most 
memorable for us and also the study, if sad 





Teaching materials to 
maximize the effect of 
positive interaction and 
engaging pedagogy. 






Teachers’ consideration of 
students’ different levels of 
language learning 
achievement and emotional 
development 
“Students needs...for year 1 
 i think they need motivation from the parents 
and guide also. Motivation and guidance 
because sometimes they have the motivation 
but they do not know how to make, they need 
guidance also especially in writing sometimes 
they just write the letter not how the way is it, 
maybe the parents also did not know, like 
betul la tue kan...like capital, uppercase also... 
they need motivation and guidance..” 
 
As a result of continuous discussion on each category, six categories were 
identified as follows: All concept units describing student-teacher interaction 
which may evoke students’ positive emotion were categorized as Positive 
Interaction; Concept units dealing with intriguing way of teaching to capture 
students’ attention which may lead learning gains were categorized as Engaging 
Pedagogy; Concept units handling teachers’ continuous assessment of students’ 
emotional attitudes as well as cognitive processes were categorized as 
Metacognitive Assessment; Concept units dealing with teachers’ way to control 
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students’ emotion as well as theirs were categorized as Emotional Management; 
Concept units describing teaching materials to facilitate the positive interaction 
and engaging pedagogy were categorized as Pedagogical Resources; Lastly, 
concept units touching on teachers’ consideration of students’ different levels of 
language proficiency and emotional skills were categorized as Learner Diversity.   
 
Category definition. Once the final categories were identified, their definitions 
needed to be consolidated so that they would cover only specific concept units 
and exclude others. Thus, the following definitions for each category were 
created:   
 Positive Interaction: Teacher-initiated interaction aiming to promote 
students’ positive emotion. 
 Engaging Pedagogy: Attractive and interesting way of teaching to draw 
students’ attention to learning. 
 Metacognitive Assessment: Teachers’ assessment of students’ 
cognitive processes and emotional dimension which accompany them. 
 Emotional Management: Teachers’ way to manage emotional events 
which may influence students’ learning process. 
 Pedagogical Resources: Teaching materials to maximize the effect of 
positive interaction and engaging pedagogy.  
 Learner Diversity: Teachers’ consideration of students’ different levels of 




Conceptualizing affective literacy domains. The final step in this qualitative 
analysis involved conceptualizing the domains of affective literacy which were 
derived from the teachers’ concepts and categories. To accomplish this summary, 
the researchers re-examined closely the different concept units clustered under 
each category and conceptualized an affective literacy framework for teaching 
English to rural young learners.   
 
3.10 Reliability and Validity 
Various methods of data collection are used in order to provide a holistic picture 
of the phenomenon studied by providing empirical evidence on the process of 
change that strengthens the framework developed.  Various methods on a 
particular area of study also serve as a form of triangulating evidence via various 
methods of data and data collection (Miles, Mathew, Huberman, 1994).  
Triangulation of data is seen as a form of a convergent methodology that 
strengthen the validity and reliability of the data (Schostak, 2002) that converge 
to strengthen the framework. The validity of rubrics and the interview questions is 
measured through review. The evaluation of the constructed affective literacy 
framework is performed through series of discussion that very much based on 





This chapter discusses the methods used to carry out this research towards 
proposing an affective literacy framework dedicated for rural young learners. For 
that five main phases, each carries different methods, have commenced starting 
from literature review that later followed by instrument development. The 
instrument development is an important task where suitable instrument is 
developed to obtain suitable data to serve as input analysis for the framework 
construction in the following phase. Prior to that, sampling is done to select one 
primary rural school in northern part of the country was selected based on the 
criteria specified as mentioned previously. Next, is of course involved teacher 
selection to participate in the classroom observation and interview to carry out 
qualitative procedures, which also include document analysis. Once the 
observation and interview were completed, analysis is performed that later 


















PRESENTATION OF DATA ANALYSIS AND DISCUSSIONS 
 
4.0  Introduction 
This chapter presents the data gathered through the observation and interview 
from four teachers who participated in this study.  The objectives of this study 
were to 1) investigate teachers’ understanding of how to improve young learners' 
literacy level and the challenges that they faced and 2) to develop an affective 
literacy framework for rural young learners. Thus, data were gathered to answer 
the two research questions below: 
 
The main research question guiding this study was: How do rural primary school 
teachers understand how to improve young learners' literacy level in challenging 
situations? This question was answered based on the interview sessions with the 
teachers. Furthermore, this question subsequently led us to ask a further question 
based on the classroom observation of their teaching sessions: What are the 
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essential factors of an affective literacy framework for rural young learners? Class 
observation was also supplemented by the interview data to answer this question.  
 
The data analyzed here were sampled from a set of audio-visual recordings of 
four rounds of English lessons where the teachers interacted with their pupils in 
the classroom setting, and from a set of four individual interviews with each 
teacher. These two activities (classroom interactions and individual interviews) 
formed the main body of the analysis. The participants were audio-taped while 
joining the interview sessions and video-taped while giving their ordinary lessons 
in the classroom. The audio- and video-tapes were transcribed verbatim and then 
the transcripts distributed to the researchers for coding and identifying the 
categories of pedagogical concepts regarding teachers’ perceptions and practices 
of literacy development, based on a grounded approach.  
The basic notation for easy reading of the data in this study will include:- 
[  ] – researcher’s comments 
(.) – significant pause 
Italics Verdana font 9 – English translated version from original Malay 
Arial font 10 – original English 
 
4.1 Teachers’ Perception of Literacy Development  
Teachers in this study work with learners whose first language is not English and 
coming from an environment that lacks the support in using the language inside 
as well as outside of school (refer to Chapter 3, 3.6 Participants).  As a 
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consequences these teachers perceives that they take a more significant role in 
modelling pupils’ learning of English Language.  
 
4.1.1 Influence of Their Learning Experiences on Teaching Practices  
Especially TA and TZ (two English majors) reflected these influences in their 
teaching performances. TA had the two inspiring examples of English teachers 
who used songs, stories, and role-plays in the English classes. 
“She, Miss Lisa Chong, I still remember her name..and she teach through sing in her 
lesson and then story too like Cinderella and then role play in classroom and shortplay...” 
TZ had his own experiences of learning English through movie watching and 
listening to songs “Sort of, but i prefer watching a movie and listening to music”. Other two 
teachers had some positive experiences with other teachers and in their own 
English learning.  
TR (non-English major) was influenced by the Native-speaker program which 
always enabled her to talk with the native speaker teacher and other teachers. 
“Yes, I interested in teaching English in primary school but so...not as good as the rest, i 
am interested in English Language but before this when i was working   nobody want 
talk to...  talk [in English]  ,..so stop like that, vocab has been awhile [not used] so when 
i started with this native speaker programme   we involve in workshop and then teach 
English every year start 2008.” 
 
This opportunity allayed her worry about the proficiency of English since she was 
not an English-major, but she did not seem to be confident about her proficiency, 
continuously comparing herself to TA in the interview session. 
“...like Linda just now they [the pupils] sit still but Year 1C [shaking head in 
disagreement] (.) this is also during group work and yet they do not sit still.” 
 
“I don’t know how to tackle the pupils (.) i become (.) the native speaker does a lot 
of activities a lot of games. Like TA is perfect (.) in four months I cannot see the 
improvement (.) but with her (.) the pupils like her. 
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“I’m not creative (.) i don’t know how to make it fun, when TA taught it’s fun when i 
teach my way (.) the pupils cannot accept. 
  
Hence the teaching practices and pedagogical approaches of the teachers in this 
study are greatly influenced by the way in which they themselves learn the 
language.  In TS’s (another non-English major) case reading and listening to 
music were helpful to improving her proficiency “[t]hrough reading, listening to music. 
During secondary school i love to listen to Duran Duran”.  TS in her mid 40s, grew up in the 
80s where songs were mainly the factor that influenced her ability to learn the 
second language even though none of her family members or community speak 
the language. 
TS: During secondary school i love to listen to Duran Duran 
I: oh yes. Duran Duran 
TS: Stevie Wonder…Lionel Ritchie  
I: oh yes (laughs) so that’s how you learn English? 




Growing up in the village, her exposure to English language from people around 
her was quite minimal.  Nevertheless, teachers who taught English language were 
trained through the English medium. In addition, schools also provided readers 
according to the children’s level.  Teacher S prefers mystery related fiction.  
Teacher A similarly shares Teacher S experiences of learning English.  Teacher 
A was greatly influenced by her English teacher who teaches English Language 
through songs. 
TA: she [English teacher] teaches through songs in her lesson and then stories too like Cinderella 
and then role play in classroom and shortplay.. 
I: so you were exposed to the kind of lessons 
TA: that why i feel very encouraged to learn English since year 4 i think…yes year 4..in SRK Sg. 




Like Teacher S and Teacher A, Teacher Z also learns English language through 
listening to music but unlike the two teachers who also learned through reading, 
Teacher Z learned through watching movies.  This is also a way in which he 
promoted his children to learn i.e. through watching cartoons and playing games. 
 
I: Do you enjoy reading in English? 
TZ: Sort of, but i prefer watching a movie and listening to music. 
I: Is that how you pick up a language? 
TZ: Yeah, that’s how i pick up the language…I learn English through English movies, my children 
also like that watching cartoon and playing games. 
I: do you think it works? 
TZ: it works; you can meet them if you like. Year 3 and year 2. 
 
 
Teacher Z also explained that his strict father wanted him and his siblings to be 
able to speak well in English Language and encouraged all of them to watch 
English TV channels.  His determination was felt when he insisted that Teacher Z 
and his siblings watched the English movies without the subtitles.  In order to 
achieve this, his father pasted paper across the television so that they were not 
able to refer to the Malay subtitle, a method, which Teacher Z continued to do to 
his own children.  This was also a method that he shared with parents of his pupils. 
However, in his perspective they did not easily accept this idea. 
 
 
Of the three teachers, Teacher R never received training in English Language.  In 
fact her option was Science.  Beginning 2003 until 2010, the Ministry of Education 
propagated the use of English language to teach Science and Mathematics.  This 
affected Teacher R who had to teach Science using English albeit receiving her 
training in Malay medium. Having taught Science in English since 2005, the 
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school decided for Teacher R to teach English language when the school faced 
shortage of English teachers and surplus of Science teachers.  She struggled 
initially. Since then she has been using English although she admitted that she 
only improved after the school was involved in a special native speaker mentor-
mentee programme.   
 
TR: I am not good as the rest [referring to other teachers like TA] but I really like English 
Language…it’s just that before this nobody wants to speak in English so when this native 
speaker mentor-mentee programme started I was involved in many workshops and from 
2008 I can feel that I have improved. 
 
 
Like Teacher A and Teacher S, Teacher R also believes that reading is essential 
in improving English language. However, the kind of reading materials that she 
prefers is different.  If the other two teachers prefer stories and novels, Teacher 
R prefers non-fiction materials specifically magazines related to health.  Reading 
references via the Internet also helped her in improving her lexical knowledge of 
the language. Through her experience in communicating with the native speaker 
she realised that she improved because she continued to use the language and 
she is forced to think and communicate in a natural way unlike the memorization 
of vocabulary method that she used before this.   
 
I:Do you think that by joining the Native Speaker program you have improved? 
TR: A lot improvement because before this i cannot speak English. 
I: What kind of books do you read? 
TR: Always the magazine 
I: What kind of magazine? 
TR: Like..mmm...related to health.. 
I: Different people learn English different ways, i know that this is not your option, so how did you 
learn the language?  
TR: because they speak English all the time so i must understand in that program [the workshop] 
we must talk [communicate in] English and cannot talk in Malay. We must give our idea in English. 




In comparison the common themes among these teachers is the fact that the 
environments and the influences of the significant others in their lives either 
teachers, mentor or parents helped them to improve the learning of English 
Language (Vygotsky, 1986). 
 
Teachers’ experiences of learning English were found to be very important in their 
teaching practice, not least because they were virtually reflected in the teaching 
methods and resources in one way or another. Take TA and TS for instance. TA 
proactively employed songs, storytelling, and games in her lesson to create happy 
moments for L2 learning, following the footsteps of their inspiring English 
teachers. TS also mention of the use of games, scrapbooks, pictures to evoke the 
creativity of pupils, recreating her own experiences of learning English. It comes 
as no surprise that teachers usually resort to their personal ideas and experiences 
whey try to figure out how to solidify their ideas of teaching L2 in pursuing a 
significant conception such as Communicative Language Teaching (CLT). They 
do not depend on academic literature or their education in learning about CLT to 
form their views and to execute them in teaching sessions (see Sato & 
Kleinsasser, 1999).    
 
4.1.2 Pupils’ background of English learning 
Most of the pupils in this study went to pre-school, but even those who belonged 
to the class of good performers were not well prepared for the learning of English. 
In the class of poor performers, only one among 23 pupils was able to read 
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English materials.  This has resulted in the pupils to become reluctant to speak in 
English during classroom interaction. 
Fieldnotes, 9 April 2013- “Teacher R teaching in front of the class and only a few students (5 to 6 




During the interview sessions with one of the teachers: 
I: Are they able to read? 
TR: No 
I: In English how many percent?  
TR: Only one can 
I: How many students are there i the class? 
TR: 23 students. 
I: 1 in 23, if i were to ask what will be their prior knowledge? 
TR: random,just letters, numbers... 
 
 
Hence pupils need to be motivated in learning English Language, a subject that 
they deemed as challenging and difficult. This is an obvious indication that 
kindergarten teachers were not successful in the  use of effective strategies for 
teaching early literacy skills in an explicit way while interacting pupils (see 
Cunningham, Zibulsky, & Callahan, 2009), although there has been evidence that 
these practices are essential for children which are exposed to risk of school 
failure (see Farver, Lonigan, & Eppe, 2009). American data on prekindergarten 
education suggest that the average child is likely to experience teacher-child 
interactions of mediocre to low quality which plays a significant role, particularly 
in children’s development of literacy skills (see Hamre et al., 2012). Probably this 
is also true of the kindergarten situation of Malaysian rural areas.   This problem 




This situation bodes ill for the future literacy development of those children, which 
is further hampered by other local problems facing children living in these areas. 
They do not have parents and significant others to learn English from and interact 
with in English at home as well as in school. No wonder they don’t want to talk in 
English when they enter primary schools. Under these circumstances, unless they 
have effective and caring English teachers in the early years of primary schools, 
chances are they will perennially hover at beginners’ level of English and struggle 
to read, write, and participate in meaningful interpersonal interactions. Given this 
kind of scenario happening in rural areas, it seems to be imperative that primary 
school teachers and kindergarten teachers alike should be equipped with effective 
education to promote the literacy development of children.  
 
4.1.3 Crucial factors in English lesson.  
TA and TR clearly stated that pupils’ initiative such as getting goals and interests 
in learning English is the most crucial factors in English lesson. In relation to the 
source of learning goals and interests,  
 
Interview with Teacher A 
I: In your view what actually influence English language lesson? 
TA: Maybe the environment, at home because my father is a postman and he studied at SMK 
Jaris [pseudonym], you know and he have a little bit background of English education 
I: and... 
TA: and everytime at home, he would help me with the homework and the spelling, i still remember 
when i was in year 3,..ok, you go and read and i will ask the spelling, 1 mistake 1 caning for me 
and my brother...right very strict..But Alhamdulillah. 
 
This has made Teacher A perceive that it is important that learning English 




I: Do you think that the parents guide them? 
TA: some of them can because most in 1P parents are well educated 
I: so those who can’t is that because their  parents have problems [with the language]? 
TA: Yes. because i know some of them are gardeners but the mother can help. like if the father 
ok, mother can’t, or mother ok, father can’t or both ok with English so there are no problems. but 
1C (.) [shaking head in disagreement] but we can encourage as a teacher. 1C i know because i 
teach them the first month i entered the class (.) they need more attention (.) more attention need 
to be given.  
 
TR on the other hand, highlighted the significance of teachers’ activities in the 
classroom because to her the activities that teachers create in the classroom are 
important to engage pupils to learn. 
Interview with TR 
I: What method is the best to teach the students English Language?   
TR: singing and songs because the children like it   
I: why do you think the children like this?   
TR: They just like singing.   
 




I: What are the challenges to make the lesson meaningful and engaging? 
TR: The teacher, i get the idea to be close to the students , if i want to teach everyday i need 
to study first.  If possible if i teach the next day i want the students to enjoy. Everyday i would 
like to make the activities interesting.  
 
This is in keeping with Tin’s (2013) emphasis in the study of interest in learning 
English. Especially in early years or the primary level, he maintains, learners’ 
interests are activated or triggered by three resources to help trigger pupils’ 
interest in learning English in the primary level: The attractiveness and enjoyment 
caused by support from significant others; peers and close friends; and teachers 
(pp. 136-137). Considering the susceptible nature of young learners, the learning 
goals and interest are likely to be formed primarily by the influence of parents and 
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significant others in their lives.  Therefore, TR’s concern about ensuring that her 
students enjoy learning English language is understandable. 
  
4.1.4 Best Method of Teaching English  
Some of the teachers differ whilst others share similar perception of the best 
method to teach English.  Teacher A and Teacher R mentioned the use of songs,  
I: How do you make pupils feel fun while learning? How do you make sure that they are feeling 
excited to learn?   
TR: with songs, songs that are simple for them to follow.   
 
I: What do you think about the best method to teach English language? 
TA: For me, i like to teaching through song, stories sometimes, songs, rhythms, chart and just to 
encourage the student to learn English to create the happy moment that they love to learn English. 
Not to stress them 
 
Teacher R and Teacher S pointed out the use of pictures and scrapbooks, 
I: mostly letters...what is the learning need of your student?   
R: because if we show the alphabets they are not that interested so if it’s pictures can la 
[stimulate pupils’ interest] but they speak Malay language if it’s English there won’t be anywords 
coming out from their mouth. 
I: In your view what is the reason for them to be interested in pictures rather than letters? 
R: maybe the picture more colourful and the letters (.) there are no letters that are colourful is it? 
I:  or maybe if we put the picture as you said, if we put a picture of a lion and the letters of the word 
lion they would prefer the picture and the word?   
R: so they prefer picture. 
 
I:in your view what is the best method of teaching English? 
TS:games. Quiz. Maybe sometimes scrapbook because the girls like something that’s colourful. 
So other than find the pictures.they love to decorate. 
I:what you do for scrapbook? what they have to do? 
TS:find the words. For some topic. find the words.Like occupation.find the pictures of the 
occupation. They use their creativity to decorate the cover 
 
Teacher S and Teacher Z also indicated the use of games as the best method of 
teaching English. Only Teacher Z highlighted watching of cartoons, putting a great 
emphasis on the aspect of appealing to students’ interest and preferences and 
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not imposing on the reasons of learning English as instrumental reasons. It seems 
that all teachers have reached a consensus on the significance of entertaining 
students through various pedagogical resources to motivate the students in rural 
area to learn English in a more active manner.  
I : What kind of activities that you used in your lesson other than that? 
TZ: worksheets, scrap books (group and individual), chalk and talk. 
I: chalk and talk will be in the larger proportion? 
TZ: sometimes when i teach them, some idea pop up on my mind. i just used new term like fire-
fighter, mail carrier, that kind of work, sometimes i cannot find in the text books so i have to 
elaborate about them like washroom, restroom, ladies when that thing pop up in mind. 
 
One of the most noteworthy statements regarding this issue was the one which 
was made by TA: “For me, I like to teach through song, stories, sometimes, songs, 
rhythms, chart and just to encourage the student to learn English to create the 
happy moment that they love to learn English. Not to stress them.” She put great 
emphasis on providing happy and intriguing moments to the young learners of 
English in the classroom setting. She is a strong believer in the connection 
between happy experiences and good memory. The same sentiment was shared 
by TZ who also believed that English learning should be fun and interesting. He 
elaborated on the importance of this aspect by pointing out that even setting goals 
for language learning is not appropriate because it may hamper a natural process 
of learning. The teachers’ views resonates with Abdul Rahim’s (2007) notion of 
affective mediation where students are engaged to learn in an affective way and 
Vygotsky’s (1978) notion of the importance of emotion and that it cannot be 




4.1.5 Practices and Challenges 
The two teachers who are non-English majors seemed to agree to the significance 
of affective aspect in principle, but both of them pointed at some thorny issues 
facing their classrooms.  
I: How do you make the class comfortable and friendly? 
R: depend on the children, if the children (.) i m learning ways to tackle [approah] them, it has 
been 4 months teaching Year 1. I have never taught Year 1, this year i have actually 
reprimanded them then they didn’t come to school, so that’s why i seldom scold them (.) i just 
let them be.     
I: so you are in a learning process based on yur experience if the class is not friendly and 
comfortable they will not come to school 
R: yes 
 
TR who teaches Year 1 pupils had a great misgiving about providing happy 
moments to them, not least because she has some handful pupils who always act 
up in the classroom. She already felt a great burden on managing these pupils 
and others who do not reciprocate her effort to get across the lesson in an 
amicable atmosphere. According to the video-taping of her lesson, pupils seemed 
to get the upper hand over her, taking advantage of her warm character and gentle 
interaction.  
Table 4.1 Observation score by teachers in teaching Level 1(Year 1-3) 
 Teacher A  Teacher R  Teacher Z  
Mean Score  
Positive Interaction  3.42  2.67 1.75 
Engaging Pedagogy  3.67  3.00 2.00 
Assessment (Metacognition)  3.57  2.29 1.86 
Emotional Management  3.50  2.00 2.50 
Resources  2.50  2.00 2.00 
Learner Diversity  3.00  4.00 2.00 
Total Mean Score 3.43  2.60  1.97  
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Given the classroom observations of  their teaching sessions (Table 4.1), 
however, these challenges seemed to be similar in kind, if not degree, to the ones 
which TA and TZ had experienced.  
I : Do you consider the learning style of the student when teaching? 
TA: Yes, i always look at the mood, after PJ class they are always active so i have to be more 
kinaesthetic (.). early in the morning, when they are still calm, i have to choose the other types of 
activities. 
I: How do you perceive your role as the teacher? 
TA: it’s true to be a true educator is a bit different right? But (.) yes with 22 years of teaching 
experience (.) every year the experiences are different and then when started teaching KSSR, i 
feel i in the right place because before this i teaching year 6 sometimes stress about exam too 
when i teaching KSSR i feel that i am free, i enjoyed my class, i enjoy my teaching and i can 
prepare the worksheets without feeling have to do that, i used this to help me. i take it positively. 
 
The non-English major teachers confessed that they were perennially lacking in 
creative ideas to make learning activities fun and meaningful, which was likely to 
be connected to the inability to manage the classroom by intriguing activities and 
attractive strategies.  
I: What are the challenges when making your instruction interesting and fun?   
TR: time (.) there isn’t enough time (.) because we need to plan   
I: So there isn’t enough time to plan what more executing it? So what else?   
TR: I am not creative. I don’t know how to make it fun. When TA taught it was fun (.) but when 
i teach my way the students cannot accept it they say it’s slow and not fun just like a normal 
class nothing interesting (.) no creativity depends on the topic   
 
I: what are the challenges to make your lesson meaningful and engaging? (.) How do you make 
your student become engrossed during your work (.) during English lesson?  (.)What the 
challenges to make your lesson meaningful and engaging? 
TS: back to material. When we have time and good material, it will be fun to everyone but when 
we have good material everybody will be engrossed (.) but it’s time consuming. Actually we have 
to search the internet ,go through the work book to find the interesting materials. 
 
Similar experiences faced by Teacher S and Teacher R are also shared  by TA. 
I: What are the challenges that you face 
A: lack of ideas...sometimes i feel all the activities i have done (.) especially for level 2, i have to 





Even though TA also indicated the lack of ideas as a challenge facing her teaching 
career, her case seems to reflect her continuous willingness to develop her 
professional expertise, looking for better and more effective strategies and 
activities than current ones which were envied by other teachers. Besides, her 
remarks on her multiple roles of a teacher, as facilitator, mother and a friend, were 
noteworthy. 
 
I: Your role to your pupils will be? 
TA: as facilitator 
I: because you think that you are  a mere guide? 
TA: yes a guide and for year 1 i think also like the mother,  
I: and also as the mother... 
TA: but for year 6, like the mother yes, like a friend, i have to go near them because some of 
them (.) they are very shy 
 
She highlighted three roles that teachers should play in building the English skills 
of pupils: facilitator, mother (to Year 1 pupils), and friend (to Year 6 pupils). We 
surmise that this finding may be a significant pointer that English teachers should 
be English majors, who will not just go through professional education on 
language teaching, but have different mindset and values on teaching and 
learning English from the ones of the non-English majors. No schools are in more 
need of these teachers than those in rural areas where English teachers should 
be the major English input provider and English interaction partner, as Teacher A 




In comparison,  Teacher A and Teacher S especially when teaching the upper 
level, seem to score almost the same although Teacher A pays more attention on 
positive interaction and learner diversity. Teacher S on the other hand focuses 
more on engaging pedagogy and emotional management. 
 
 
Table 4.2 Observation scores between Teacher A and Teacher S for Level 2 
 
The other teacher, TS who teaches Year 5 pupils do not think that English lessons 
can just afford to be fun and interesting, because she has firmly in mind the reality 
of pupils’ high-stakes national-level assessment, which imposes a large burden 
on their attention and put all the onus on teachers. She also had the same problem 
as TR in that handling “loyar buruk” (i.e. talkative pupils) was an ongoing 
challenge to her. 
 
I: what are the challenges to make your class friendly and comfortable? Just how to make it 
interesting and comfortable. 
TS : some of them somehow like to make jokes and sometimes its out of the (.) loyar buruk.they 
like to act (.) according to their (.) they like (.) but actually the class is fun but some of the boys 
are quite  loyar buruk.  
  
 Teacher A  Teacher S  
Mean Score  
Positive Interaction  3.25  3.08 
Engaging Pedagogy  2.43  2.67 
Assessment (Metacognition)  3.33  3.00 
Emotional Management  2.50  3.00 
Resources  2.50  2.50 
Learner Diversity  3.00  2.00 
Total Mean Score  3.10  2.90  
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4.1.6. Flow of Class  
A significant difference was observed between the two English majors in terms of 
managing the flow of class. Teacher A starts each class with singing songs as a 
warm-up, which is followed by reviewing of last class. Then she initiates the main 
part of the lesson by using reading materials, and leads pupils through guided 
practices, and finishes the lesson by using a writing activity. On the other hand, 
Teacher Z prefers the traditional way of teaching by using “chalk and talk” to a 
new or innovative one.  
 
The reason for his preference is that he believes that the traditional way is a clear 
and effective one to deliver each lesson to pupils during a short period of time (i.e. 
30 minutes). It does not necessarily mean that he sticks to this method throughout 
English classes. He seems to be concerned about the balance between a delivery 
session of lesson and follow-up session when he can explain further, using 
worksheets and group works. The difference of these two teachers make sense, 
considering that they teach different groups of pupils: TA teaches Year 1 and TZ 
Year 5. When TA taught Year 6, she did not follow the routine adopted in Year 1 
class.  She too tend to use more of the traditional “chalk and talk” (refer to Table 
4.3). 
 
Teacher A’s pedagogical approaches and focus differs when she teaches Level 
1 as compared to when she teaches Level 2, in which the latter level requires 









The six categories of affective literacy seem to be interrelated to the three broad 
domains of teacher-child interaction proposed by Hamre and Pianta (2007): 
Emotional support; classroom organization; and instructional support. They were 
hypothesized to facilitate children’s developmental progress as a result of their 
experiences in classrooms. In the last analysis, it was found that the emotional 
support can be closely related to positive interaction and engaging pedagogy in 
our study, classroom organization to emotional management and metacognitive 
assessment, and interactional support to pedagogical resources and learner 
diversity. 
 
 Teacher A (Level 1) Teacher A (Level 2) 
Mean Score  
Positive Interaction  3.42  3.25  
Engaging Pedagogy  3.67  2.43  
Assessment (Metacognition)  3.57  3.33  
Emotional Management  3.50  2.50  
Resources  2.50  2.50  
Learner Diversity  3.00  3.00  
Total Mean Score  3.43  3.10  
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4.2 Positive Interaction and Engaging Pedagogy 
This section presents and discusses data that show positive interaction and 
engaging pedagogy that the participants engage in during their classroom 
interaction as well as input during the interview conducted.  
Each of the teachers have their own unique way to increase interaction outside or 
during the class by promoting positive interaction between them and their pupils 
using informal ways such as looking at pupils mood, giving reward, teacher 
professional attitude and greetings outside the classroom.  
This is further exemplified by Teacher A, who is concerned about her pupils’ 
mood.  
TA:Sometimes the students are involved but sometimes some of the student they are bored 
because maybe i used the same activities or as the routine (.) like teacher stop, i don’t like that 
(.)sometimes (.) sometimes, (.) i ask them are you happy today (.) yes and some of them said no, 
we are sad, no i am sad..so you are not happy, no i am sad (.) sometimes we had to find out the 
mood (.) What is their mood today” 
  
Teacher S on the other hand, believes that rewarding pupils’ good behaviour can 
be beneficial to motivate the pupils to learn. 
TS: (.) i have to walk around the class, make sure they read and ask them where do you read (.)  
      sometimes they good (.) they perform in the exam i will give small token 
Whilst Teacher R believes that she needs to provide a good role model to her 
pupils, Teacher Z take a more directive manner in ensuring his pupils speak 
English to him even outside of the classroom.  
TR:moral support, to take care of our attitude, we cannot show [bad] attitude  that is important to 
me (.) we cannot scold them if we scold them they loose interest to learn.   
 
TZ: Even though outside the classroom. sometimes i told my pupils not told greet me 
assalamualaikum, not because i dislike assalamualaikum but i want them to train the greeting of 
good morning, good afternoon because we have no non muslim teacher before this so they greet 
everybody assalamualaikum, assalamualaikum. Also they didn’t practice the small things like 
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greetings, thank you. So i speak more English with them (.) i speaking more English with them. in 
canteen (.) field, during my lesson also to use more English 
 
In terms of engaging pedagogy, Teacher S uses dialogues, role play, games and 
quizzes among others though homework and drills and practice still remains as 
the core activities. 
TS: discussion, erm (.) dialogues. Also role-play. And then poem reading and then (.) games and 
quiz. And sometimes for reading of course we have silent reading ,spelling, and open textbook 
test (.) they have to memorize. And read paragraph 1 and paragraph 2 and i will give spelling on 
both paragraph or sometimes it just open textbook. After we read and go through the text we did 
the spelling (.) of course need tocarry out interesting activity and even give them homework and 
make sure they do it   
When teaching especially the lower level, Teacher A too tends to use routine 
activities as practice for her pupils to learn English.  However her main concern is 
providing activities that are fun. 
TA: For me, i like  teaching through song, stories sometimes, songs, rhymes, chant and just to 
encourage the student to learn English to create the happy moment that they love to learn English. 
Not to stress them (.) Because i used the routine as routine and same pattern and sentence 
especially for year 1 Year 2 i always introduce them new words but year 1, i still used the same 
sentence pattern 
 
Teacher A’s choices of using fun activities were also emulated by Teacher R. 
Though she faced many challenges as a result of the nature of her students, 
Teacher R reflected that perhaps she still lack routine. 
TR:  Singing the children likes it  (.) because this is Year 1C (.) like even Doreen [pseudonym of 
mentor in native speaker programme], struggles when she’s teaching (.) the children are too 
hyperactive (.) like in TA’s class the children are sitting and doing work but Year 1C (.) and this 
is group work and yet they do not want to sit still (.) so they’re not paying attention when we’re 
teaching (.) like if you look at the recording just now (.) Today is extremely bad. Last time 
when i teach them no one leaves the class today (.) [sighing and shaking head] maybe because 
there is no routine. 
 
Teacher Z believes that getting his pupils to work with other children in this case 
his children helps in engaging his pupils to learn English from their peers. Unlike 
Teacher R and Teacher A, who believes in routine, Teacher Z tend to ‘go with the 
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flow’ with his pupils and may alter his teaching plans based on what he thinks his 
pupils will need. 
TZ: A few years back, 1 to 2 years back. i used my children to trigger them. I brought them to my 
classroom and taught them the activity so my children will guide them even in some extra classes 
like UPSR classes. My daughter sometimes guides them to write sentence so they won’t shy with 
each other (.) I use worksheets, scrap books (group and individual), chalk and talk” (.) sometimes 
when i teach them, I go with the flow some idea pop up in my mind. i just used new terms like fire-
fighter, mail carrier, that kind of work, sometimes i cannot find them in the text books so i have to 
elaborate about it like washroom, restroom, ladies when that thing pop up in mind 
Teacher Z was honest to claim that he uses a lot of ready-made materials in the 
internet.  Though this act is the result of him being ‘lazy’ he managed to engage 
his pupils’ learning as these children who live in the rural areas have less 
exposure to the computer and internet. 
TZ:sometimes i used the internet, there plenty internet activity so last year when we have the 
connection we used this room to teach English so they can see their score after doing the activities 
(.)“ i used internet more. i think i’m quite lazy, i don’t like to sing, i’m not creative and cannot used 
the arts. I’m just using computer and the internet. 
 
Teacher A was more prominent than other teachers in attempting to take the 
initiative in interacting with pupils which aims to promote their positive emotion 
(i.e. Positive Interaction). Through the whole class teaching Year 1 pupils, she 
was seen to be very active in promoting interaction with pupils through speaking 
and listening at the individual or group levels. Starting with songs as a warm-up, 
she continued to encourage pupils to speak out and engage in activities in a free 
but dynamic manner. The classroom atmosphere seemed to be out of hand, but 
it was under her control. She just intended to nurture the free and natural 
expressions of pupils who are sheepish or shy. Just as she pointed out, it was 
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found that she tried to treat pupils as their daughters and sons, sometimes patting 
them on the back if the circumstances allowed it. She was not reluctant to use 
gestures to get her message across to pupils while being also active in enlisting 
the help of other more capable pupils. Besides, she is not exceptional in the use 
of attractive and intriguing way of teaching such as using songs and games to 
draw pupils’ attention to learning (i.e. Engaging Pedagogy). This aspect is closely 
associated with Hargreaves’s (1998) argument that “good teaching is charged 
with positive emotion” (p. 559). 
Her way of interacting with student to promote pupils’ positive emotion is pertinent 
to the concepts of zone of proximal development (ZPD) and intersubjectivity. She 
supported the atmosphere in the classroom where less capable pupils can get 
some assistance from more capable ones to solve problems in group activities, in 
addition to her own help provided on the spot while moving around the class. The 
less capable pupils’ interaction with their peer and their teacher can serve as 
scaffolding (Abdul Rahim 2009), which facilitates their knowledge internalization. 
This process is also a win-win situation for the more capable pupils who were 
enabled to reach a higher level and different quality of understanding, according 
to Imai (2010). Thus, the presence of the ZPD paves the way to knowledge 
construction for both groups of pupils. What is noteworthy at this juncture is that 
Imai proposed the intersubjectivity as the “key to the emergence of the ZPD and 
knowledge co-construction” (ibid., p. 282). He argues that knowledge 
development for both groups mediated by intersubjectivity is an emotional 
transaction, not just a cognitive activity. 
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4.3  Emotional Management and Metacognition Assessment 
 
Most of the teachers were found to have their own way to manage emotional 
events which may influence pupils’ learning process (Emotional Management). 
TS said that whilst she needs to be strict she never punished pupils, instead, she 
tried to provide some competition of activities to pupils so that they could be 
motivated to study English more.  
 
TS:i think it’s about time and sometimes we have to be strict because sometimes the pupils like 
to take for granted we ask them to do homework then they come and we ask them for their 
homework some says left behind and something like that. We have to be more strict  
 
Teacher S’ focus when assessing her pupils are writing “When asked other than pencil 
and  paper assessment  (.) actually no. More on writing”.   Teacher Z on the other hand has 
some contradictory issues with his students.   
TZ: sometimes they make me angry because i can hear the sound from the other building but 
when i enter the classroom everybody is silent, nobody wants to talk. So if they don’t talk. They 
cannot learn (.) because i cannot trace their weakness, ability 
 
He seems to try to manage the emotional level of his students when he is in the 
classroom.  However his students are afraid of him so much so that they hardly 
make any noise let alone speak in his classroom which to him defeats the purpose 
as he is unable to see where the pupils need help with. 
 
TR does not show angry emotion to pupils for fear that pupils would not continue 
to come to school, instead, she tries to praise their progress which she relies more 
on standardised examination.  
TR: I have never taught Year 1 (,) this year i scolded my pupils and they didn’t come to school (,) so i have 
to be careful (.) 
That’s quite difficult (.) to give assessment especially one that is standardised in nature (.) we 
will know how the children fare in the examination  or whether it is suitable to their level (.) so 
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we meed two types (.) standard for the school he other (.) for own standard (.) to me if we 
just rely on the standard and if the standard for he child is low (.) poor the child 
 
 
In addition, it is interesting to find that the use of pupils’ L1 has dual functions in 
the classroom: To promote cognitive pupils’ understanding and manage 
emotional events. The three teachers except TZ made mention of the significant 
use of L1 to get across the message to pupils. TA sometimes uses L1 to convey 
the teaching points to Year 1 pupils, but she put a greater emphasis on pupils’ 
need to speak English especially in a happy. 
TA: Because we know student in primary level they need to memorize, they can memorize if 
they’re in their happy moment, happiest moment and the saddest one, the sorrow that they can 
remember the best..that why they can have time that they feel that..i think  that for me, its my 
opinion, in my opinion in happy moment we can remember especially like our experience and our 
family experience also when we always remember the most memorable for us and also when we 
study, if sad and sometimes we cannot remember it in the situation. 
 
Teacher A also provides ample opportunity for them to practice the language. 
 
TA: Let them do practices. A lot of practices, speaking of course they don’t speak, i have to force 
them to speak. For year 6 last week, i did give them tricks, one group you go dating, no i did not 
go, you went, he went, they used the past tense but they are accusing their friends and they enjoy 
that only half an hour lesson, actually their late that time. The Math teacher were doing something 
with them but i only have 15 minutes, we play games, the boys you said this, the girls you said 
this. They enjoy that(.)Spontaneous games (.) in class as well 
 
However, TS spends around 50% of Year 5 class time to explain the meaning of 
gestures and other unclear things to pupils. TR spends around 65% of Year 1 
class time in speaking the L1, probably because the pupils in her class have lower 
level of academic achievement. On the other hand, she uses pupils’ L1 in Year 3 
class only when she is angry with pupils’ behaviours. This is the case that pupils’ 





This dimension of emotional management is closely related to their assessment 
of pupils’ cognitive processes and emotional dimension which accompany them 
(Metacognitive Assessment). Just as ordinary English teachers do, all the four 
teachers continuously evaluate pupils’ cognitive progress as well as current level 
of L2 performance. Teacher S’s case is noteworthy in this aspect. She took care 
of the occasions to acknowledge pupils’ effort and tried to nurture pupils’ 
motivation to improve their performances by providing each of them with their TOV 
(Take Off Values) (i.e. achievement goal) for next year. On the other hand, TA 
said that she always tried to check pupils’ moods by using routines or songs. She 
is concerned about the way to handle pupils’ boredom such as using games and 
singing songs. Integrated consideration about cognitive and affective aspects is 
the core of the extended concept of metacognition. The concept has gradually 
been broadened to include anything psychological, rather than just anything 
cognitive. The recent literature completes the term by adding to its cognitive 
domain the emotional one – referring to the emotions that accompany the 
cognitive processes and the person’s ability to monitor them as well as the domain 
of cognitive habits (Papaleontiou-Louca, 2003). Besides, Goleman’s idea of 
emotional intelligence has been expanded to the Cohen’s (2001) concept of social 
and emotional literacy (SEL) which deals with the ability to decode one’s own and 
others’ emotions, to solve social-emotional problems by using decoded 
information, and to be creative, helpful learners. This SEL is analogous with the 
affective literacy in this study, but the social-emotional problems are directly 
associated with interpersonal and emotional obstacles facing pupils when they 
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learn English in the study. In combining both affect and cognition and is shown to 
have the ‘energizing function’ for deeper learning, a desired goal in many 
educational contexts (Tin, 2013, p. 130). 
The intention of the research, however, is not to simply present some seminal 
practices of teachers, but rather to present some real examples of how teachers 
can frame the task of teaching English within their individual contexts in rural 
areas of Malaysia. 
 
4.4 Pedagogical Resources and Learner Diversity 
All the four teachers seemed to be versatile in the use of teaching materials to 
maximize the effect of positive interaction and engaging pedagogy in their 
classrooms (Pedagogical Resources). From textbooks through Big Books to 
Internet resources, they tried to capitalize on the effects of various pedagogical 
tools to appeal to pupils’ attention and interests. TS acknowledged that so long 
as teachers have good materials, pupils can be engaged in learning, but the 
problem of how to look for and prepare good and effective teaching resources 
remains quite pressing and often resorting to workbook.  However, in TS’s case 
she does take the diverse ability of the students into account. 
TS: worksheet and material. And sometimes like printable sheets (.) material from internet,     
workbook*, textbook (.) mostly use workbook (.) (.) sometimes like through group teaching. use 
the same material but then use differences approach . if they’re from high ability group their 




However, TZ is unique and creative in this aspect. He did not only tap into the 
seemingly advanced L2 proficiencies of his daughters to help middling pupils in 
his class, but was able to utilize mundane supermarket brochures to improve 
vocabulary knowledge of pupils. 
TZ: sometimes we do work maze, crossword puzzle and various worksheets that i can find on   the 
internet (.) tesco brochure (.) by providing them various types of worksheets. some like to cut, 
some like to draw, some to join the dots, so i have to keep changing the source (.)  by doing 
the groupworks, their ability not so varied in Year 4 and sometimes the activities we do it pair 
and cater each other (.)  i prefer mixed ability the, the high achiever group will guide the lower 
one, if they were all high achiever they feel that they are the same level so there is no need 
to help each other 
 
The teachers except TR took into consideration pupils’ different levels of language 
learning achievement and emotional development (Learner Diversity). Grouping 
weaker pupils with good performers was the most typical way to take care of this 
aspect. TA and TS indicated the willingness to provide a personal help to each 
student who struggles to learn English, and they were seen to come to immediate 
aid when pupils’ needs are detected in the classroom.  
TA: textbook and exercise book, writing or paper (.) internet (.) most textbooks, CD, internet, 
poster, flash cards Pupils need (.) .for year 1 i think they need motivation from the parents and 
guide also. Motivation and guidance because sometimes they have the motivation but they do 
not know how to make (.), they need guidance also especially in writing sometimes they just 
write the letter not how the way it should be written (.)  maybe the parents also did not know, 
like that’s right ()like capital, uppercase also (.) they need motivation and guidance (.) I 
observe them with weaker group, get close to them, look at the writing and read the writing in 
the class 
 
TR: like flash cards, big book, for year 1, letters card and the their arrange, writing on the 
blackboard I didn’t even considered learning style of the pupils (.) maybe because i don’t 
know how to cater how to tackle the students (.) thus far i have not been able to cater to 
the students needs even with five periods in a week we teach them one topic on Thursday 
we did the revision and asked them do exercises do picture matching (.) for weak students 
we deal with them personally on one to one basis to see what they do not know 
 
 
Most of them who belonged to the lower level of English achievement would not 
have been able to carry out the activity without peers’ immediate assistance or 
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teachers’ timely help. Thus, the pupils in Year 1 demonstrated the dynamic nature 
of their interaction among themselves and between them and the teacher in 
performing the activities.  
These situations may support the argument of Emmer and Stough (2001) that in 
order to develop more positive student behaviour, teachers should provide 
consistent behavioural expectations and monitor pupils’ learning process 
proactively and utilize behavioural/emotional supports. The interactional effect on 
pupils’ learning gains can be enhanced by teachers’ efficient use of time and 
consistent exposal to instructionally rich activities (Hamre et al., 2012). 
Consideration of learner diversity is one of the two characteristics of literacy 
instruction for junior grades (i.e. the Level 1 of primary school) which was 
proposed in Canada. Within the context of the integrated learning (the other 
characteristic), the instruction for Level 1 pupils should be “differentiated in the 
sense that pupils read and write different texts and receive different supports 
depending on their learning needs” (Literacy for Learning: The Report of the 
Expert Panel on Literacy in Grades 4 to 6 in Ontario, 2004, p. 27).  It is widely 
recognized that teachers can play a crucial role in the development of social and 
emotional skills during children’s formative years at school (Deiro, 2005; Evans, 
Harvey, Buckley, & Yan, 2009; Hamre & Pianta, 2001). Hargreaves (1998) has 
long claimed that “emotions are at the heart of teaching” (p. 558) and, what is 
more, “good teaching is charged with positive emotion” (p. 559). However, 
recognizing how emotional skills are taught and managed in the classroom 
remains unclear. And effective teachers who appear to have high emotional 
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intelligence for classroom environments are not always able to articulate how it is 
they manage children’s feelings. (Yan, Evans, & Harvey, 2011, p. 82) 
 
It is found that there has been a consistent need for professional development 
targeting effective teacher-child interactions. The missing piece for schools seems 
to be the procedural knowledge of teachers about how to translate this research 
on literacy development with a key point of affective literacy into school and 
classroom practices that lead to improved reading performance for their students 
(ibid.).  Of critical importance is how this study provides an example of how a 
practitioner-researcher moves affective literacy framework into practice.
81 
 
4.5 Proposition of Affective Literacy Framework for Rural Young Learners 
This study has shown how four teachers either trained to teach English Language 
as their major or not, triumph or struggle to teach their pupils in a rural school.  
These pupils, in general, lack the second language exposure and for some they 
also lack the motivation to learn the language.  Hence the role of the teachers is 
important in ensuring that the right assistance can be given for the students to 
thrive in the second language development. From this study also shows the 
teachers’ previous experiences of learning the language and how they perceive 
their pupils learn also influences their pedagogical approaches. Nevertheless their 
concern in making learning fun resonates well in ensuring that learners become 
engaged in their learning. Therefore in assisting teachers to focus on the affective 
aspect of learning requires teachers to consider a positive interaction with their 
pupils, managing pupils’ emotion, employing an engaging pedagogy that focuses 
on making learning English interesting,  using varied resources, assessment that 
encourages pupils to think and catering to learner diversity.  
 
Based on the analysis, these six elements were derived and with reference to 
Figure 4.1 a proposition of an affective literacy framework for rural young learners 
framework is given.  
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4.7 Limitations of the Study 
This study does not make any claim to be generalizable because it was based on 
the participation of only four teachers. However, the researchers hope that the 
“research framework may also serve as a model for future large-scale research 
projects focusing on” affective literacy which rural young L2 learners need to 
develop (Johnson et al., 2008, p. 158). 
 
However, this study is different from other studies which tried to investigate 
learners’ affective states by self-report or reflections in interviews. Rather this 
study attempts to make observations on teachers and learners’ real-time 
emotional experiences in the classroom setting. Furthermore, this study examines 
the interpersonal nature of emotions or affective aspects of teachers and pupils 
in the real learning process. This study firmly believes that cognitive and affective 
aspects of pupils have mutual effect on the arousal of each other.  
 
4.8 Conclusion 
Chapter four discuss the data from interviews that have been conducted and the 
observation that have been done during the fieldwork. This study found that the 
affective component play significant role in helping both teachers and rural young 
learners to teach and learn English in the classroom. The aim of the current study 
was to find illustrative examples of affective teaching foci by selecting rural 
primary school teachers by observing in their classrooms and interviewing them, 
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in order to look for instances of teacher-initiated affective interactions with pupils. 
The affective literacy framework also highlights specific foci for further research. 
Within the operational dimension, qualitative research may examine how children 
are active in managing and navigating affective literacy environments and in turn 
investigate ways of encouraging children to reflect on and further develop 
strategies for meaning-making in interpersonal interactions.  
 
In this study, affective literacy framework for rural young learners helped identify 
the emphasis of recent studies and explore their underpinning assumptions. 
Affective literacy environments, in some contexts, provide opportunities for 
children to not only make meaning but to reach new language materials and 
express themselves in new ways. Further conclusion and pedagogical implication 





















This concluding chapter reiterates the findings of this study to develop the 
affective literacy framework for rural young learners.  With reference to the 
framework, pedagogical implications are discussed before recommendations are 
given for future research.  
 
The main research question guiding this study was: How do rural primary school 
teachers understand how to improve young learners' literacy level in challenging 
situations? This question was answered based on the interview sessions. 
Furthermore, this question subsequently led us to ask a further question based 
on the classroom observation of their teaching sessions: What are the essential 
factors of an affective literacy framework for rural young learners? Class 




5.1 The Development of Affective Literacy Framework for Rural Young 
Learners 
This study investigates how teachers in a rural school perceive and understand 
the way their pupils learn English language and how an affective literacy 
framework can be developed.  The findings show the differences in the teachers’ 
qualification and training that also influence the pedagogical approaches that the 
teachers adhered to.  Those who received training for the teaching of English as 
a second language were more confident in the ways in which they carried out their 
lessons with certain conviction of what works based on their previous 
experiences. Most of the teachers’ pedagogical approaches were strongly 
influenced by how they learnt the language since they too like their students come 
from the rural areas.  
 
On the other hand, the teachers whose option for training was not English 
Language tend to become less confident and tend to resort to a more traditional 
method of teaching using paper, pencil and workbook. However, with the 
introduction of the native speaker programme, one teacher who was struggling to 
teach her disadvantaged and challenging learners was able to gain benefit from 
the programme when she was able to build confidence in using English albeit still 
struggles to make learning fun and interesting for her students.  Nevertheless, all 
the teachers in this study acknowledge the fact that it is essential that teachers 
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create an interesting and fun learning environment that can engage students 
cognitively and affectively when learning English Language. 
Hence, teachers should mediate learning (in this case learning of English 
Language) by engaging student’s emotion.  Based on the results and findings that 
have been discussed in chapter four, this study manages to synthesise the notion 
of providing challenging yet supporting learning environment which stimulates 
emotion and affection to learn, through the integration of other resources including 
technology that becomes part of the environment that stimulates learning, 
persuading learners to change i.e. to love to read in English to better able in 
expressing themselves and interpret other’s feelings through the literacy 
development.  Hence, the affective literacy framework that is based on the 
integration of the theories has a significance impact to student’s learning as it is 
important and need to be included. The three theories share a common element 
which includes placing affective as central in engaging learning in which affective 
mediation focus on challenging and yet supporting learning by establishing a 
learning environment that stimulates interest for the learners to learn.  The core 
affect theory also highlights the importance of stimulating the quadrant that will 
initiate affect for learners to become engaged when using technology and similarly 
the main principle that harness persuasive design principle also stresses on 
reducing anxiety and increasing happy feeling.  Figure 5.1 depicts the common 
thread that links all three components which integrates the affective aspect of 







Figure 5.1: Theories underlying the affective literacy framework. 
 
The aim of the study was to find illustrative examples of affective teaching foci by 
selecting rural primary school teachers by observing in their classrooms and 
interviewing with them in order to look for instances of teacher-initiated affective 
interactions with students. 
 
The affective literacy framework also highlights specific foci for further research. 
Within the operational dimension, qualitative research may examine how children 
are active in managing and navigating affective literacy environments and in turn 
investigate ways of encouraging children to reflect on and further develop 
strategies for meaning-making in interpersonal interactions.  Consequently, the 
affective literacy framework that is developed in this study was obtained from 
synthesis of the theories and literature, observation of the teachers’ lessons as 
well as through interviews.  The affective literacy framework for rural young 
learners is divided into six components which are positive interaction, engaging 
pedagogy, emotional management, meta-cognitive assessment, pedagogical 





Persuasive Design Principle 
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resources and learner diversity.  Positive Interaction refers to teacher-initiated 
interaction aiming to promote students’ positive emotion while Engaging 
Pedagogy: refers to attractive and interesting way of teaching to draw students’ 
attention to learning. Meta-cognitive Assessment refers to teachers’ assessment 
of students’ cognitive processes and emotional dimension which accompany 
them. Emotional Management on the other hand refers to teachers’ way to 
manage emotional events which may influence students’ learning process. The 
other two dimensions are Pedagogical Resources which include teaching 
materials to maximize the effect of positive interaction and engaging pedagogy 
and finally Learner Diversity refers to teachers’ consideration of students’ different 
levels of language learning achievement and emotional development.  Each of 
the constructs conveys various dimensions as illustrated in Figure 5.2. 
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Figure 5.2: Affective Literacy Framework for Young Learners 
 
In this study, affective literacy framework for rural young learners helped identify 
the emphasis of recent studies and explore their underpinning assumptions.  
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children to not only make meaning but to reach new language materials and 
express themselves in new ways.  The elements that constitute the framework 
provide an initial reference for teachers to stimulate pupils’ learning in challenging 
context in which English is spoken minimally. 
 
5.2 Pedagogical Implications 
This study has actually looked at four teacher’s views and perceptions at two 
levels; English as major and non major subject.  Moreover, all of them are 
experience teachers. Although they are only four teachers involved as 
respondents, but they are differences in teaching and working experiences.  The 
differences have significant value that influences the pedagogy in relation to the 
AFRYL components.  If the teachers follow this framework and use it as basis 
teaching guidelines, they will be catering to learner diversity hence to pupils’ 
needs. 
 
The study shows the important for English teachers to be qualified and be English 
major especially when they are teaching in rural areas.  This is supported by the 
evidence from non English major teachers who struggles to create an engaging 
learning environment.  What is more apparent is that not only the teachers 
themselves struggle to improve their pupils English but they still have difficulties 
in improving the learning of English for themselves.   
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The good thing about the non major teachers is they were provided and facilitated 
by the mentor in the native speaker mentor-mentee program organised by 
Ministry of Education (MoE).  As a result, their confidence to use English has 
improved.  This study has provided evidence that if schools do not have teachers 
whose major in English especially for teachers in rural areas, then the native 
speaker programme can be helpful and should be continued by MoE. 
 
Nevertheless Affective Literacy framework for rural young learners can be 
subsumed into the teacher training programme especially for programmes like 
Teaching English to Young Learners or Teaching English as a second language 
or any English language teaching related programmes.  With the amount of 
schools in the rural areas that still face shortages of English teachers; the chances 
for the newly graduated pre-service teachers to be posted in the rural areas 
remain high.   The six components of the framework which include positive 
interaction, engaging pedagogy, emotional management, meta-cognitive 
assessment, pedagogical resources and learner diversity are essential to be 
exposed to the pre-service teachers so that they are better prepared in ensuring 
that they are well equipped with knowledge of how to engage learners in a fun 
and interesting learning environment that caters to the pupils needs.  It should be 
noted here that because the limited exposure to the English language received 
by the pupils and for many absent from home requires teachers to make a more 
significant role to mediate pupils learning. 
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Apart from introducing the framework in pre-service teaching it can also be 
incorporated in the in-service continuous professional development training 
programme related to English Language Teaching.  The framework can also be 
integrated in a mentor-mentee programme that mirrors the native speaker 
programme because the framework will be relevant to the context in which the 
teachers will be in i.e. rural schools with students with minimal English language 
exposure.  In such programmes the trainer is stationed to mentor teachers from a 
few schools located within the vicinity. 
 
Another important finding of this study is the notion of establishing a learning 
community within the school. This was exemplified by Teacher R and Teacher A 
in which the former used the latter as the point of reference in terms of getting 
ideas on how to teach the pupils using creative ways like songs and rhymes. The 
learning community in this school was also established between the teachers with 
their mentor in the school as shown through the native–speaker or mentor-mentee 
programme where teachers teaching the same level learn from each other as 
exemplified by Teacher A and Teacher R.  
 
5.3 Recommendation for Further Research 
Though this study is able to share many significant contributions for teachers and 
pupils in the rural areas especially in relation to teaching and learning of English 
language, there are still many rooms for improvements that can be made to the 
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study so that more rigorous findings can be obtained.  This study has integrated 
three various theories namely affective mediation, core-affect theory and 
persuasive design principle that share some similar grounds in establishing the 
importance of stimulating the affective component in order to help pupils to 
become more engaged.   
 
Unfortunately due to time constraints and problems related to access decision 
had to be made for just one observation per teacher for all the teachers except for 
Teacher A who also taught different levels. Although the teachers were told to 
allow the researchers to observe a typical lesson that they usually will conduct it 
was without a doubt that having access to more observations will be fairer in 
ensuring that a more consistent evidence to show the nature of the teachers’ 
pedagogical approaches can be observed. Therefore, there is a need to also 
increase the number of teacher observation sessions to observe a clearer pattern 
in the teachers’ pedagogical approaches.  Nevertheless, the one session  that 
was observed were sufficient in this study as it was able to provide a snapshot of 
what factors that will be pertinent in promoting affective literacy in the rural 
schools.   
 
Finally, this study was conducted to provide an in depth investigation on teachers 
in a rural school in order to understand how they perceive their pupils learning 
English language and observe how they execute their lessons and choice as well 
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as challenges that they face.  Though there are elements of a mix method i.e. 
interview, observations rubrics and observations scores, used in this study it 
would also be better if the rubric with the six dimensions can be transformed to 
survey-like instrument.  In so doing a greater number of teachers can be involved 
in investigating teachers’ perception of the elements in the Affective literacy 








































Name   : _________________________  Participant Name : _______________________________ 
Interview Date : _________________________ Interview Time   : _______________________________ 
Location  : _________________________ Class  : _______________________________ 
INTERVIEW QUESTIONS: 
Teachers’ experiences of literacy process 
1. How long have you been teaching? 
 
2. Where did you receive your teacher training? 
      ______________________________________________________________________________ 








Influences of English Language Lesson 














4. Do you think that English language learning should be fun? 
___________________________________________________________________________ 
5. When preparing the English lesson: 
Before 1. What kind of preparation do you do 
before the lesson? 
 
2. Do you think that the activities that you 
prepare will help your students apply in 
their daily life? Why? 
 
During 3. What usually happen during English 
lesson? 
 
4. What kind of activities do you use in your 
lesson? Why? 
 
After 5. How do you know whether you have 
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3. Do you provide all students with multiple assessment opportunities to demonstrate what 
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8. How do you make your class interesting and fun?  
________________________________________________________________________ 
     ________________________________________________________________________ 
_______________________________________________________________________ 
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Teacher Name : 
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Date of Observation: 
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Gain trust from students   
Getting to know student 
(becoming friendly)   
 
Verbal expression of the 
student  
 
Invites class discussion   
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with students  
 
Using humour   
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student  
 
Solicits student input   
Showing warmth to student   
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APPENDIX B: OBSERVATION RUBRICS 
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